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Abstract 
This Organizational Improvement Plan (OIP) examines the problem of lack of student 
engagement in core French classes and how school leadership, defined as the school 
administration and core French teachers, can lead to improved student engagement in core 
French. Student engagement is described as students’ attitudes to a course, readiness to exact 
themselves to task, and willingness to participate in class and complete assignments. The OIP 
further discusses in greater detail what engagement looks and feels like in the junior and 
intermediate grades of a K-8 elementary school in Ontario, Resilience Junior Middle School 
(RJMS). With the understanding that lack of student engagement is a serious issue in the teaching 
and learning of core French in Ontario’s elementary schools, the OIP analyzes school leadership 
approaches to address the problem of practice. Informed by a liberal world view and a belief that 
every student can succeed to a high extent, the OIP uses the culturally responsive leadership 
approach as framework to analyze three possible solutions to address the problem. With the 
Change Path Model for change process to guide the implementation, three strategies based 
directly on the possible solutions to address the problem are designed to implement the OIP. 
Attention is paid to monitoring and evaluating the implementation to ensure that the desired 
goals are achieved. A communication plan is also developed as part of the implementation in 
three phases. The phases are preapproval, midstream change, and milestone communication, 
confirming and celebrating the change success. Next steps are discussed as ways to ensure 
sustainability of the change.  
Keywords: culturally responsive leadership, student engagement, change path 
model, core French. 
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Executive Summary 
The problem of practice addressed by this Organizational Improvement Plan (OIP) is the 
lack of student engagement in core French at Resilience Junior Middle School (RJMS). The OIP 
addresses the need to understand and respond to the challenges of improving student engagement 
in French as a second language classes in elementary schools and the leadership processes to 
address the problem. Drawing from several perspectives in literature, school leadership in this 
OIP is described as an endeavour that goes beyond merely what the school principal does. 
Hence, school leadership for this OIP refers to the complementary roles and practices of the 
school administration and the core French teachers at RJMS in a shared leadership relationship 
(Chamberlin, & Sommerville, 1991; Irvin, & Flood, 2004; Killion, & Harrison, 2006). 
The Ontario Public School Boards’ Association (OPSBA, 2007), Bass (2014), and the 
Council of Ministers of Education Canada (CMEC, 2018) have all highlighted the problem of 
lack of student engagement in Ontario elementary schools. Yet many sources such as the Ontario 
Ministry of Education (2013a, 2013b), the Government of Canada (2008) have all stressed the 
importance of learning French in a country like Canada where both English and French are 
official languages and at a time when there is increasing focus towards global citizenship. 
Ontario Ministry of Education (2013a) argues that knowledge of French as a second language 
“allows students to communicate with French-speaking people in Canada and around the world, 
to understand and appreciate the history and evolution of their cultures, and to develop and 
benefit from a competitive advantage in the workforce” (p. 7). In view of this, the problem of 
lack of student engagement in core French is concerning.  
The author presents the problem of practice in Chapter 1 of the OIP, which addresses the 
role of educational leadership in improving students’ engagement in core French learning. In this 
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chapter, the author provides a description of the organizational context, providing a brief history 
of the school and its mission, vision, values, and goals as well as the prevailing leadership world 
view and leadership position at the school. Influenced by works like Bush, Bell & Middlewood 
(2019), and Spillane, Halverson, and Diamond (2001), this author believes that leadership in a 
school extends beyond the management functions of the school principal to shared 
responsibilities by the school administration and the teachers for leading instruction.  
 In Chapter 2, the author addresses the planning and development for the changes needed 
to address the problem of practice identified in chapter one. The plan develops within 
organizational frameworks, which will be implemented to achieve a positive organizational 
change. In this chapter the author analyzes leadership approaches to change, frameworks for 
leading the change, a discussion of what to change, possible solutions to address the problem and 
leadership ethics and organizational change for the purpose of improving student engagement in 
core French. With respect to a leadership lens, drawing on a liberal world view, with a belief that 
every student can succeed and aligning with the desire for inclusivity, respect for diversity and 
the importance of student voice, this author adopts culturally responsive school leadership 
approach (Johnson, 2006; Khalifa, Gooden, & Davis, 2016) ) as the approach for leading the 
change process. The culturally responsive leadership approach is a very appropriate approach for 
this OIP because its practices pay attention to issues of differences and belongingness, which 
affect the problem of practice being addressed in this OIP. The Change Path Model is used as the 
framework for leading the change process because it clearly maps out sets of activities aligned 
with the levels of the system to change and reflects the factors of change at the organizational 
level (Cawsey, Deszca & Ingols, 2016). 
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In Chapter 3, the author then lays out the implementation plan, focusing on what to 
change and how to bring about the change. It also develops plan for communicating the change 
process as well as monitoring and evaluating implementation. It describes comprehensively in a 
step-by-step format, the leadership actions or strategies that will actualize the changes to improve 
student engagement in core French classes. These leadership actions, are broadly enhancing the 
pedagogical practices of core French teachers through professional learning; making core French 
relevant to students’ lives by being culturally responsive and involving the parents and 
communities of the students; and shifting organizational culture by addressing beliefs, school 
climate and attitude towards core French. In this chapter, the limitations of the plan and potential 
implementation issues and challenges are acknowledged and further next steps with a view to 
sustaining the gains of the change process are also discussed. 
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Chapter 1: Introduction and Problem 
This Organizational Improvement Plan (OIP) focuses on examining the role of 
educational leadership in improving student engagement in core French learning in a mid-size, 
culturally diverse, urban K-8 school, which shall be referred to as Resilience Junior Middle 
School (RJMS). The problem addressed through the OIP is the need to understand and respond to 
the challenges of improving student engagement in French as a second language classes in 
elementary schools in My District School Board. Specifically, the problem of practice addressed 
by this OIP is the lack of student engagement of junior and middle school students in RJMS in 
core French classes and how school leadership might promote and support increased student 
engagement in core French classes. In this OIP, I see leadership as consisting “of a number of 
distinct practices that include advocating for inclusion, educating participants, developing critical 
consciousness, nurturing dialogue, emphasizing student learning and classroom practice, 
adopting inclusive decision and policy making strategies, and incorporating whole school 
approaches” (Lopez, 2016, p.38). With that in mind, in this OIP, I will refer to school leadership 
to include both the school administration and core French teachers. The OIP addresses a gap in 
practice (Bonet & Walters, 2016) in core French classes, especially in schools, like RJMS, that 
are in very culturally diverse neighbourhoods (Froiland & Worrell, 2016).  
Organizational Context 
This section examines the context of the school with a view to connecting the school’s 
context to the need for this OIP. The discussion focuses on three main areas. First, the 
organizational history and current context. Then, a description of the school’s mission, vision, 
and goals. This helps explain the drivers for school leadership behaviours. Finally, this section 
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then examines the organizational structure, which encompasses the formal structure of 
leadership, and the leadership approaches and practices. 
Organizational history and current context. The organizational setting for this OIP is 
the Resilience Junior Middle School. This is a K-8 public school established in the 1960s in My 
District School Board. The school can be described as an inner-city school because of its 
location and the circumstances of most of the students in the school. There are approximately 
equal proportion of boys and girls in the school and many of them come from diverse ethnic and 
cultural backgrounds. A good number of the students are recent immigrants who have been in 
Canada for less than five years. In fact, information from the school’s website indicates that 
more than 17% of the entire student population of over 650 might have been less than five years 
in Canada. [Figure slightly distorted to protect the identity of the school] (RJMS, 2019). The 
students come from homes where nearly 60 different home languages are spoken and more than 
60% of the students may have a primary home language other than English language. In grade 6 
alone, up to 10% of the students were English language learners and about 21% had special 
education needs – excluding gifted in 2017-18 (RJMS, 2019). Anecdotal observation from 
grades 6, 7 and 8 suggests that up to 30% of the students come from single-parent families and 
most of the parents work two jobs to make ends meet. One of the key challenges of the 
organizational environment is how to make instruction and classroom experience relevant for 
these children. Khalifa, Gooden, & Davis, (2016) show that inability to make instruction relevant 
to students lived experiences can lead to lack of student engagement.  
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School vision, mission, values, and goals. The circumstances of this school create an 
awareness for equity and social justice issues among the teachers. This is largely due to the 
diversity of the student population and the demography of the neighbourhood the students come 
from. Nutritious breakfast and snacks are provided every day while a hot lunch program is run 
on Tuesdays, Wednesdays, and Thursdays to ensure that all students have access to a healthy diet 
throughout the day. The school’s motto is anchored on the idea that unity is strength and a lot 
can be accomplished if working together [School’s website]. The school is described as having a 
heart that values character development and the values it instills in students (RJMS, 2019). In 
addition, the school’s website provides four statements of belief, which constitute the 
organizational vision of the school. These statements claim that we believe as follows:  
- ... every child learns best in a safe and caring environment, one that values respect, high 
academic achievement, diversity, and teamwork. 
- ... in delivering a quality education - one that fosters each child's academic potential. 
- ... continuous improvement and positive communication are the shared responsibility of 
the school, home, and community. 
- ... through healthy lifestyles students are empowered to develop positive attitudes, build 
self-esteem, and promote good character. (RJMS, 2019). 
This OIP will highlight the gap between these beliefs and the state of core French in the school. 
The existence of such a gap between reality and the school vision, according to Cawsey, Deszca, 
& Ingols (2016) creates the readiness for change.  
Organizational structure and leadership approaches and practice. The administrative 
leadership at RJMS rests with the principal and two vice principals who are assisted by two 
secretaries. There are also division chairs and subject teams. There are various co-curricular 
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committees that offer opportunity for teachers to exercise leadership and decision making. This 
kind of structure clearly aligns with the shared leadership perspective. The principal appears to 
be open to this approach because she makes every effort to involve staff in taking leadership in 
different aspects of the decision-making process. For example, I have had the opportunity to lead 
many schoolwide initiatives as an informal leader. There are regular staff meetings to inform and 
to solicit ideas. However, there is room for more innovative and out-of-the-box approaches in 
dealing with problems, such as the challenge of making the students more engaged in core 
French lessons. The school administration at RJMS is focused on high standards with emphasis 
on student performance. The dominant leadership worldview appears to be neo-liberalism with 
deep concern about preservation of school traditions, and a high degree of commitment “to the 
ideology and techniques of accountability, measurement, and management” (Apple, 2004, p. 15). 
There sometimes appear to be an ideological tension between a neo-liberalist-conservative 
ideology and the pull towards greater liberalism and social justice activism. When applied to the 
issues of choice and equality, there is some richness in liberalism as a normative approach to 
education (Brighouse & Swift, 2003). In fact, Thompson (2016) argues that liberalism focuses on 
the individual as the unit of analysis and supports the protection of “the fundamental freedoms 
and inalienable rights of persons” (p. 2). Therefore, the leadership stance adopted for this OIP 
aligns with the liberal world view. 
Fewer than five out of 47 teachers [not exact number for anonymization purposes] in 
RJMS are full-time core French teachers. The full-time core French teachers are each responsible 
for designing, planning, and implementing instruction as well as assessing and reporting student 
performance in core French across grades. These core French teachers are rotary teachers and 
teach core French in different grades between Grade 4 and Grade 8. A few homeroom teachers 
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also teach core French to their homeroom students. For this OIP, the homeroom teachers who 
teach core French in their homerooms are considered core French teachers. The full-time core 
French teachers sit in their French rooms where students in junior classes are brought by their 
teachers when they have core French lessons and walked back to their homerooms by the core 
French teacher at the end of the lesson. Grades 7 and 8 students walk themselves to and from the 
French room for core French lessons. My District School Board (2013a) describes itself as one of 
the most diverse school boards in Canada and affirms a commitment to FSL. On core French, the 
board’s policy states that “elementary students are taught French as a subject and in all other 
subjects English serves as the language of instruction” (My District School Board, 2013a, p. 1). 
In summary, the school in which this OIP is based is an urban K-8 school located in a 
relatively poor neighbourhood with large immigrant population. The school is progressive in 
their vision and mission yet experiences a pull between a neo-liberal and liberal worldview. The 
leadership structure is top-down although the principal makes efforts to engage the teachers in a 
shared leadership relationship. The next section is an examination of leadership approaches and 
perspectives to guide the adoption of a leadership stance for this OIP.    
Leadership Position and Lens Statement 
The importance of leadership in change implementation and innovation in any 
organization has been noted by Aarons, Ehrhart, Farahnak, and Hurlburt (2015). Sheppard 
(1996) suggested that leadership and organizational improvement are inseparable and 
interwoven. Leadership is about influence, hence from an organizational improvement 
perspective, leadership is about influencing a positive change. My agency as a core French 
teacher is based on my positive relationship with the principal and my colleagues and as an 
informal leader working to influence the principal and my other colleagues to adopt a change. 
Formerly, I have acted as an informal leader, leading PLC’s, and coordinating activities for the 
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celebration of Black History Month in my school. Over the years, many perspectives of 
leadership have emerged, although Hallinger (2003) opines that instructional leadership and 
transformational leadership are the two approaches that have predominated the literature for the 
past 25 years. Since the focus of this OIP is about how school leadership can support increased 
student engagement and ultimately improve student achievement in core French learning, the 
importance of instructional leadership cannot be ignored. Sheppard (1996) warned against 
defining instructional leadership narrowly to focus only on those actions that are linked directly 
to management. This is because, when defined in this way, instructional leadership will be 
characterized by a directional and top-down approach to school leadership (Barth, 1990, Day, 
Harris, & Hadfield, 2001). In fact, Petrovic and Vracar (2019) corroborated the idea of a broad 
definition of instructional leadership in an empirical research. Glickman (1991) argues that when 
defined broadly, the instructional leader must act as a facilitator to empower teachers and create 
an environment where collaboration, professionalism and shared vision are the order of the day. 
Lord and Maher (1990) argue that these would lead to teachers’ acceptance of the leader and 
internalization of the leader’s vision. I hope, through this OIP, to influence the core French 
teachers to create an environment that fosters collaboration among teachers and between teachers 
and the administration towards the achievement of a shared vision. 
Irvin and Flood (2004), citing the National Association of Secondary School Principals 
(NASSP) “defined instructional leadership as the ability to promote the success of all students by 
facilitating the development, articulation, implementation, and stewardship of a vision of 
learning that the principal develops in cooperation with the school community” (p. 56). This 
definition underlines the importance of the teachers’ leadership role in student engagement. As a 
junior and middle school core French teacher in RJMS, my agency derives from being 
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empowered by the school principal in an informal leadership role to lead PLC's. Nichols (2010) 
has strongly argued that teachers are not just content experts or classroom managers, but also 
leaders within their own classrooms, school buildings, and local communities. Similarly, 
Boardman (2020) and Palmer (2018) have stressed the idea that teachers are change leaders. As a 
change leader, I hope to inspire the vision for change in the school and mobilize others to come 
on board and work collaboratively towards the change (Leithwood & Jantzi, 2000; Basham, 
2012). As an informal leader, I will work collaboratively with the principal, vice principals, 
community stakeholders, and the other core French teachers to lead the change.  
The RJMS is a highly multicultural school with a significant proportion of racialized 
minority students. One leadership framework that weaves instructional leadership within a 
multicultural environment while also paying attention to the needs of racialized minority students 
is the culturally responsive leadership (Johnson, 2006). The culturally responsive leadership 
approach is rooted in critical race theory. Critical race theory (CRT) is a construct that originated 
from American legal scholars of colour who challenge the inequities of the American legal 
structure and the construction of race and power in the system (Gillborn, 2006). Applied to 
education, CRT helps to understand and deconstruct the notions of equal opportunity, 
objectivity, meritocracy, racial and gender neutrality, and educational achievement in the 
Eurocentric educational system (Weaver, 2009; Roithmayr, 1999). Ladson-Billings (1998) 
argued that critical race theory offers a tool to analyze the impacts of racism on curriculum, 
instruction, assessment, school funding and desegregation. Ladson-Billing (1995) and Gay 
(2018) proposed culturally responsive or culturally relevant pedagogy to mitigate the effect of 
racism in the classroom. According to Gay (2018), a teacher is practicing culturally responsive 
teaching if the teacher uses “the cultural knowledge, prior experiences, frame of reference, and 
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performance styles of ethnically diverse students to make learning encounters more relevant to 
and effective for them” (p. 29). Using the framework of culturally relevant pedagogy, Johnson 
(2006) broadened the understanding and moved it “beyond the classroom to the larger school 
context and decision making in schools” (Hollowell, 2019, p. 59) to come up with the concept of 
culturally responsive leadership. 
There was not much discussion of culturally responsive leadership in leadership literature 
until Johnson (2006). Johnson (2006) conducted a historical case study of the life of Gertrude 
Elise MacDougald Ayer, the first African American woman principal in New York City and 
compared it with case studies of other African American women leaders and concluded that their 
leadership framework is the culturally responsive leadership. According to Johnson (2014), 
culturally responsive leadership is “those leadership philosophies, practices, and policies that 
create inclusive schooling environments for students and families from ethnically and culturally 
diverse backgrounds” (p. 145). Therefore, culturally responsive leadership (CRL) should not be 
confused with culturally relevant or culturally responsive pedagogy (CRP). For while CRP is 
about how teachers teach in their classrooms, using students' culture as a vehicle for learning and 
teaching the students to develop sociopolitical consciousness that empowers the students to 
“critique the  cultural norms, values, mores, and institutions that produce and maintain social  
inequities” (Johnson, 2007, p. 273), CRL emphasizes 
high expectations for student achievement; incorporate the history, values, and 
cultural knowledge of students' home communities in the school curriculum; and 
work to develop a critical consciousness among both students and faculty to 
challenge inequities in the larger society; [and] creates inclusive organizational 
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structures at the school and district level that empower students and parents from 
diverse racial and ethnic communities (Johnson, 2012, p. 546). 
Building on Johnson’s (2006) analysis, Davy (2016) argues that culturally responsive leaders a) 
incorporate students’ cultural knowledge into the curriculum, b) foster the development of 
sociopolitical consciousness of students and parents, c) advocate for social and political reform 
in the wider community; d) exhibit a strong ethic of care, and d) foster parental engagement (p. 
22). Similarly, for Khalifa et al., culturally responsive leaders  
• have awareness of self and values, beliefs and dispositions based on critical reflection. 
• ensure that resources, curricular and teacher preparation are culturally responsive. 
• identify and foster a culturally affirming and inclusive school environment; and 
engage students and parents in community contexts in culturally appropriate ways (pp. 
1280-1282). For the essential components of the CRL see Appendix A. 
Evidently, the culturally responsive leadership approach conscientizes leaders to act and 
build schoolwide capacity on issues of equity, diversity, and social justice (Lopez, 2016). 
Culturally responsive school leadership therefore leads to actions, practices, discourses, and 
policies that affect the climate of the school, the efficacy of the teachers, the structure of the 
school, and outcomes for the students and it responds to the cultural requirements of the teachers, 
parents, and students (Lopez, 2016). A culturally responsive leadership stance acknowledges the 
presence of students from different cultures and therefore is inclusive and responsive to the needs 
of minority students (Lopez, 2016). Leaders who are culturally responsive take into 
consideration the needs and interests of members of the community they serve in their actions 
and relationships with them. This OIP adopts a culturally responsive leadership approach 
because of the belief that there is need for change in the attitude of school administrators and 
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core French teachers towards the students and core French as a school subject. As mentioned 
earlier, the diversity of the student population can be gleaned from the fact that the students at 
RJMS come from homes where nearly 60 different home languages are spoken and up to 17% of 
the students have been in Canada for less than five years (RJMS, 2019). Given the diversity of 
the students at RJMS, an effective core French learning must take into consideration the cultural 
diversity of the students. Additionally, it should integrate elements of the French culture with the 
cultural experiences of the students to make the instruction relevant to the students. The 
culturally responsive leadership approach is a very appropriate approach for this OIP because it 
pays attention to issues of differences and belongingness, which affect the problem of practice 
being addressed by this OIP. In this OIP, the envisioned change is increasing student engagement 
to improve learning outcomes in core French for all students. Lack of student engagement in core 
French classes is the focus of the leadership problem of practice discussed in the next section of 
this chapter. 
Leadership Problem of Practice 
The problem of practice addressed of this OIP is the lack of student engagement in core 
French language classes in the junior and middle grades at RJMS and what the school 
administration and the core French teachers might do to improve student engagement in core 
French. Student engagement has multiple dimensions, including, cognitive, behavioural, social, 
and emotional dimensions (Quaye & Harper, 2015). Cognitive engagement refers to persistence 
in problem solving and sustenance of attention by the students (Quaye & Harper, 2015). 
Behavioural engagement consists of actions that are observable, such as attendance to class, 
assignment completion, and progress in the educational performance (Quaye & Harper, 2015). 
Social engagement is made up of a sense of connection with teachers and classmates as well as 
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students’ perception that the climate of the school is supportive to them (Quaye & Harper, 2015). 
Emotional engagement consists of enthusiasm and interest shown by students and their 
perception that the classroom curriculum is relevant for them (Quaye & Harper, 2015). 
Currently, at RJMS, many students demonstrate signs of lack of engagement in core French by 
not paying attention in class, excusing themselves from the class, not submitting assignments and 
not showing any enthusiasm for core French lessons. Their attitude towards core French is 
negative. For students to engage with learning core French, they need to “see connections 
between what they are learning in class and their own lives” (Council of Ministers of Education, 
Canada [CMEC], 2018, p. 9). In other words, they must perceive it as useful for their education.  
In a study by Lapkin, MacFarlane, and Vandergrift (2006), core French teachers across 
Ontario did not perceive that the French language program was being supported by the 
communities surrounding their schools. For example, a high proportion of study participants, did 
not think that library resources and community opportunities were favourable to French language 
learning. At least 80% felt French cultural materials are either poor or inadequate. Lapkin et al. 
(2006) also found that nearly 47% core French teachers who participated in the study felt that 
school administrators were either not supportive or somewhat supportive of core French 
program. In another survey, Masson, Arnott, and Lapkin, (2018) found that professional 
development in key areas like technology, digital literacies, inclusive practices, and how to use 
the Common European Framework of Reference (CEFR) were among the issues top on teachers’ 
minds in K-12 FSL programs. Observations by Carr (2018) support the perception that lack of 
support for core French manifests in unfavourable timetabling for core French, not involving 
core French teachers in school trips, frequent calling upon core French teachers to provide 
coverage for other teachers–all situations that could send the wrong message that core French is 
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a less important subject than other subjects to students. These circumstances call for the attention 
of a school leadership that can mobilize the community for targeted action in a whole school 
approach. To implement this OIP, school administration, teachers, parents, and community 
members will be involved.  
By addressing the problem of lack of student engagement, the intended new state of core 
French in RJMS will be achieved through the altered practices across three domains, namely 
leadership domain, social domain, and practical domain. In the domain of leadership, this OIP 
seeks to help core French teachers develop and integrate effective teaching practices that 
generate deeper levels of intellectual engagement for students. It also seeks to help school 
leadership teams to develop the most effective approaches to supporting and improving student 
engagement. Finally, it seeks to develop a better insight into how different leadership roles 
would support improved student engagement and achievement in culturally diverse schools 
(Bonet & Walters, 2016).  In the social domain, it seeks to alter educational practices in ways to 
meaningfully engage students in the life of the school, enhance their sense of belonging and 
participation in school life, and provide an inclusive social climate (Quaye & Harper, 2015). A 
sense of belonging will enhance intrinsic motivation. According to Froiland and Worrell (2016) 
“intrinsic motivation to learn was indirectly and positively related to academic performance via 
classroom engagement” (p. 321). Finally, the OIP seeks to increase practical engagement of 
students in the school, support student success, and help the school leadership understand how 
students learn (Quaye & Harper, 2015). The expected outcome for the school will be a situation 
whereby the students, parents, educators, and school administration value core French as a 
second language. This will involve creating more opportunities for French cultural activities 
where the whole community will participate, providing more resources such as free supply of 
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French newspapers, posters and other reading materials, and more favourable timetabling to 
allow for increased time for French language activities such as drama and musical performance.  
Framing the Problem of Practice 
Jackson’s (1968) classics on Life in Classrooms represents one of the earliest interests in 
student engagement in the classroom. Jackson (1968) studied curriculum experience in relation 
to student involvement and non-involvement. Among other things, he observed students' feelings 
about school, involvement in learning and withdrawal in the classroom. According to Irvin, 
Meltzer, and Dukes (2007, p. 30), “engagement with learning is essential, because it is 
engagement that leads to sustained interaction and practice.” Many studies, (Bonet & Walters, 
2016; Clement, 2016; Thomas, 2016), have shown a correlation between student engagement 
and positive academic outcomes such as student persistence, retention, and performance. Further, 
student performance is better in those classrooms that have peers and teachers who are 
supportive, who challenge the students, contain adequate structures that accommodate the needs 
of the students, and contain diverse choices (Kawabata & Crick, 2015). The Organization for 
Economic Development (OECD, 2008) found a weak but positive correlation between students’ 
participation in school and students’ literacy performance. Other studies have found that teacher 
practices are related to student engagement (Bonet & Walters, 2016; Quaye & Harper, 2015). 
Quaye & Harper’s (2015) study, for example, suggests that strong classroom management and 
student-teacher relationships have significant impact on both student engagement and 
achievement. This supports another finding by OECD (2008) of a moderately strong association 
between schools in which students are engaged and those with good overall student results” (p. 
8). This OIP develops a framework for changing instructional practices to be more inclusive and 
sensitive to the needs of all students in core French. In their work, CMEC (2018) produced a 
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series of videos and print resources to support teachers and parents in strengthening student 
engagement in French as a second language (FSL). Informed by literature and the exemplary 
work of the CMEC (2008), the framing of the problem of practice for this OIP is based on a 
consideration of student voice, economic, environmental, and social factor analyses.  
Student voice. The focus of this dimension is on what is in place in RJMS to give 
students voice. Student voice is important in learning any subject but more so for learning a 
second language like core French. On the Ontario Ministry of Education’s (2020) webpage for 
student voice, it states that “student voice aims to promote student engagement and success in 
Ontario's schools by listening to and learning from students” (para. 1). Meg-Benner, Brown, and 
Jeffery (2019) also observed that “students have the greatest stake in their education but little to 
no say in how it is delivered. This lack of agency represents a lost opportunity to accelerate 
learning” (para. 1). The culturally responsive leadership approach, which will be used for this 
OIP creates a school where students develop sociopolitical consciousness and are empowered to 
express their views and to challenge the status quo (Davy, 2016; Johnson, 2012). 
Mitra and Serriere (2012) defined student voice in terms of how young people share their 
opinions of school problems with adults in the school. They go further to state that “student 
voice initiatives can also be more extensive, for instance, when young people collaborate with 
adults to address the problems in their schools—and in rare cases when youth assume leadership 
roles to change efforts” (Mitra & Serriere, 2012, p. 744). In a Capacity Building series, the 
Ontario Ministry of Education (2013b) stated that “student voice is a metaphor for student 
engagement and participation in issues that matter to learning” (p. 1). Moreover, studies by 
Toshalis and Nakkula (2012), and Dary, Pickeral, Shumer, and Williams (2016), have made 
direct connection between student voice and student engagement. Students develop political 
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skills when the contexts for engagement and support for instruction are in place (Quaye & 
Harper, 2015). My District School Board values the contributions and engagement of all 
members of the diverse community of students, staff, parents/guardians, elders, and community 
groups to the board’s mission, values, and goals. The board believes that student achievement 
and well-being will improve if students are engaged (My District School Board, 2013a). Based 
on its policies and procedures, the school Board is interested in promoting, acknowledging, and 
valuing student voice in designing educational experiences for them. Teachers are asked to be 
enthusiastic, well-prepared, and approachable, be willing to engage with students in class and on 
a one-to-one basis, have the interest of students at heart, and always be ready to discuss the 
progress of the students. There are many opportunities in the school for students to participate, 
however, it would be helpful to expand these opportunities in a way that clearly support and give 
voice for students and promote student engagement in French as a second language.  
Economic analysis. Many of the students at RJMS are from racialized and new 
immigrant homes (RJMS, 2019). Statistics Canada (2017) data for the Census Metropolitan Area 
(CMA) of RJMS show that 41% of residents are immigrants, up to 18% of the families are 
single-parent families, more than 50% earn less than $39,999 a year. It is clear then that many of 
the students are from single parent homes, with parents working more than one job to make ends 
meet. The impact is that for some of the students, their parents are not there when they leave for 
school in the morning with no guarantee of a good breakfast, or when they get back from school 
in the afternoon. This has negative implications for student engagement with learning (Jensen, 
2013). Quaye and Harper (2015) found that the economic status of students’ families influences 
student engagement and the students’ academic performance. RJMS commits to identifying and 
removing systemic barriers to ensure that all learners are provided with support and rewards to 
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develop their abilities and achieve their aspirations. RJMS’s (2019) motto is “together we can 
make a difference” and RJMS partners with agencies to provide daily breakfast, snack, and hot 
lunch program three days a week to all students. An area of need is to make core French relevant 
to the economic aspirations of the students.  
Environmental analysis. The Ontario Ministry of Education (2020) indicates that the 
government will provide to all students an equitable access to all student engagement 
opportunities. This will include student council as well as access to safe school committees and a 
variety of student-led activities, teams, and/or clubs. Regarding the environmental dimension, 
factor analysis by Shernoff, Ruzek, and Sinha (2016) shows that school climate and conditions of 
the classroom can make a difference in student engagement. At the school level in the 
environmental dimension it shows that the school should make rules and procedures in the 
classroom clear for students to understand. For example, the teacher should establish a routine 
for procedures such as attendance, bathroom breaks, and ending the class period, and an orderly 
and safe learning atmosphere should be created. As noted by Toshalis and Nakkula (2012), a 
motivating and supportive learning environment coupled with effective student voice encourage 
student engagement. 
Social dimension. Regarding the social dimension, factors analysis based on a review of 
the literature shows that a sense of belonging and participation in school life is a dimension of 
social engagement (Thomas, 2016). The board policy in the social dimension shows that 
participation in school activities is strongly encouraged for all students (My District School 
Board, 2013a). Students participating in co-curricular activities are expected to display good 
citizenship through satisfactory attendance, appropriate conduct, and punctuality in their 
classroom life, their teams, and activities. My District School Board (2013a) further recognizes 
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and encourages co-curricular activities that offer students opportunities to achieve success 
outside the classroom, contribute to student engagement in learning and student success inside 
the classroom.  
Oga-Baldwin, Nakata, Parker, and Ryan (2017) found that elementary students’ 
engagement with courses was directly correlated to student motivation. Their study was set in 
Japan, which teaches English, Chinese, and other languages to children at an early age. In 
addition, Abreu and Knouse (2014) found that student engagement in foreign language learning 
increased when they were allowed opportunities to engage in conversation and written 
composition in the language being learned. This view was also supported by Philp and Duchesne 
(2016), who found that task engagement in foreign language classes led to greater course 
engagement. Similarly, DeWaelsche (2015) found that Korean students learning English would 
increase their course engagement if they participated in class discussions, but cultural barriers to 
speaking up in class initially prevented such participation. DeWaelsche (2015) noted, however, 
that such barriers could be gradually overcome. The results of these studies suggest that the 
culture from which an immigrant student originates could have an influence on that student’s 
course engagement. This is relevant for RJMS where a good proportion of the students have 
immigrated from other cultures. In a survey conducted by the Ontario Public School Boards’ 
Association (OPSBA, 2007), the school boards expressed concern about poor attitude towards 
core French in Ontario elementary schools. Nevertheless, core French is mandatory from Grade 
4 to Grade 8 in the elementary school. It is also an opportunity to learn an important part of the 
Canadian identity as well as a new language. The next section will examine the questions that 
arise from the PoP and how they will guide this OIP. 
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Guiding Questions Emerging from the Problem of Practice 
Although many students could get along and be successful in their careers without much 
proficiency in French language and culture, Lochmann, Rapoport, and Speciale (2018) have 
shown that acquiring French language proficiency will certainly put the learners at a competitive 
advantage as global citizens in a country with French language as one of its official languages for 
business and government. Lack of student engagement in core French lessons therefore needs to 
be addressed. To address the problem, the following lines of inquiry will be addressed:  a) What 
does student engagement or lack of it in core French look like?; b) What might be the factors 
leading to lack of student engagement in core French?; c) What might core French teachers and 
the school administration do to improve student engagement in core French? 
Student engagement in core French. Student engagement is defined as  “the degree of 
attention, curiosity, interest, optimism, and passion that students show when they are learning or 
being taught, which extends to the level of motivation they have to learn and progress in their 
education” (Great Schools Partnership, n.d. para. 1). Student engagement in core French is seen 
in the way students approach their core French lessons. Those who are engaged demonstrate 
interest and enthusiasm to attend core French lessons. When in class they pay attention and 
participate in class activities such as reading, writing, or speaking. When given assignments or 
projects, they take interest in completing them and returning their work to the teacher.  
Lack of student engagement in core French classes is manifested in different ways. Some 
students simply tune out in the class. They refuse to speak or write and do not turn in their 
assignments. Some of the students return their assignment sheets to the teacher blank or even do 
not return anything at all and claim that they forgot them at home. Dary et al. (2016) and 
Goodman (2016) corroborate these observations. Some students say that they do not like French 
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because they think they do not need it. Some students demonstrate lack of engagement in more 
overt ways like engaging in disruptive behaviours during core French lessons. Lambert, 
Cartledge, Heward, Lo, and Koegel (2006) found that when student engagement went up, 
disruptive behaviours went down in a fourth-grade math class. Singer (2013) also found a similar 
connection in a first-grade reading class. Disruptive behaviour is a concern in core French 
classes at RJMS and it will be addressed in this OIP. 
Factors leading to lack of student engagement in core French. In addition to inquiring 
into the form of student engagement, another line of inquiry is about the contributory factors 
towards lack of student engagement in core French. Denny (2013) studied student participation 
in an online learning and found that making students earn badges for their participation 
encouraged participation. This suggests that students would be engaged in learning if they expect 
to earn some reward by participating. The teacher must be careful to avoid using reward as a 
form of bribery for student engagement. Castillo’s (2012) study appears to address this concern 
by making students participate in a short film project, where the reward is in completing the film 
within deadline and making a public presentation. This way, the reward is in doing the project. 
She concluded that “the freedom of choice to engage in the projects through multiliteracies and 
multimodalities, and the incentive of going public with the final product created an environment 
of highly engaged students” (p. 59). Zhou (2010) did a comprehensive literature review of 
factors affecting student engagement in learning a foreign language and found that linguistic 
proficiency, extroversion, self-concept, cultural factors classroom environment as well teachers 
instructional and management style are associated with student engagement. 
Roles of core French teachers and the school administration. This line of inquiry 
looks to identify both the direct and indirect roles of the core French teachers and the school 
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administration that will support the changes to be made to increase student engagement in core 
French. As previously stated, teachers of minority students often teach from their own content 
knowledge with little or no attention to the students’ background (Khalifa et al., 2016; Lopez, 
2016). It is intended in this OIP to effect a change in the pedagogical practices and school 
leadership to be more inclusive and more response to the cultural backgrounds of the students.  
Leadership-Focused Vision for Change 
The problem of practice identified for this OIP creates an urgent reason for the 
organizational improvement plan because of the consequences of lack of student engagement. 
However, this does not mean that the school principal and the other core French teachers see the 
problem in the same way as the change leader. Even when they do, it does not mean that they 
perceive the need for change. Kotter (1996) is of the opinion that a sense of urgency helps to 
bring the right people together. And getting the right people in place as he indicated is about 
getting the right team, the commitment and trust to do the job. In leading change, it is important 
to cultivate trust among all stakeholders (Tschannen-Moran & Gareis, 2015).  Examination of 
relevant literature suggests that any framework for engaging students in core French must 
include mobilizing the support of the school principal, teachers of core French and other teachers 
(Council of Ministers of Education, Canada, 2018).                                                     
Khalifa et al. (2016) have noted that school leadership has a direct effect on student 
engagement with school. In consideration therefore, enhancing the roles of principals, core 
French teachers and securing active involvement of parents and students are drivers of change 
for this OIP. These stakeholders influence interaction and engagement in schools. There are 
multiple organizational features of schools that interact with life inside classrooms and are 
essential to advancing student engagement in core French. These include effective instruction, 
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guidance and counselling, professional capacity, strong parent-community-school ties, student-
centered learning climate and leadership that drives change (Ontario Ministry of Education, 
2013b). When these all work together in synergy the outcome is improved student engagement 
and increased academic achievement. It is therefore important that the school principal, vice 
principals and core French teachers, are intentional in a collaborative effort to address the 
problem of student engagement in learning core French.  
Gap between present and envisioned future state. When students do not achieve well 
in core French, they are at a risk of not meeting one of the requirements for successful 
completion of elementary school education. This is because “core French is mandatory in 
Ontario schools from Grades 4 to 8 for all students in English-language elementary schools” (My 
District School Board, 2013a, p. 12). Additionally, inability to acquire at least a working 
knowledge of the French language could be a disadvantage for a person growing up in an age of 
global citizenship in a country with both English and French as official languages. In fact, 
Government of Canada (2008) considers bilingualism both as a basis for Canadian identity and a 
tool for opening the world to Canadians. It goes on to claim that “through second-language 
education, the Government offers young Canadians a boost toward wider professional horizons 
and a key to the international stage” (Government of Canada, 2008, p. 10). The Ontario Ministry 
of Education (2013a) argues that knowledge of French as a second language “allows students to 
communicate with French-speaking people in Canada and around the world, to understand and 
appreciate the history and evolution of their cultures, and to develop and benefit from a 
competitive advantage in the workforce” (p. 7). There is a gap between what is envisioned in the 
curriculum for core French and the state of core French at RJMS due to lack of student 
engagement. 
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Lack of student engagement in the junior and middle grades in RJMS produces poor 
academic results and decreases French proficiency for these students. Pedagogical practices and 
leadership activities are expected to change in a way that increases the student engagement in 
learning core French at RJMS. It is expected that core French teachers will experience an 
increased state of satisfaction with teaching core French at RJMS and school leadership will lead 
a new approach to programing for core French. The new approach will increase opportunities for 
French cultural experiences for students, greater parent and community involvement with their 
children’s French language activities and attract more resources for French language learning. 
Research by Froiland and Worrell (2016); Kawabata and Crick (2015); Martin-Beltrán, 
Tigert, Peercy, and Silverman (2017); and Thomas (2016) all agree that cultural awareness is a 
vital aspect of language teaching. Hence, while formal language learning may rarely incorporate 
cultural aspects, it is in fact a critical component of any language to know how it is used in real 
life. Idioms, slangs, and colloquial usage are all part of a language and intimately connected to 
the cultures that use a given language. This OIP includes a framework for increasing students’ 
access to French cultural experiences. 
Priorities for change. The priority is to understand why there is lack of student 
engagement in core French among the students in RJMS. The way core French is taught may 
have to be fundamentally changed. The first step, therefore, is to examine how it is taught now, 
what will have to be changed, and what the result could be. Reeve, Cheon and Jang (2019) 
mentioned that interventions to increase student engagement should be teacher focused. In other 
words, they recommended that teachers, when necessary, should be taught how to engage their 
students in courses when such engagement is clearly lacking. The method used to do so might 
have to be varied from one teacher to another, however, these researchers did not recommend 
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specifics. The more important concept for Reeve, Cheon and Jang (2019) was that student 
engagement begins with the teacher. In the context of this problem of practice, the priority then 
is to begin with the core French teachers as instructional leaders. Leadership researchers, 
(Chamberlin & Sommerville, 1991; Irvin & Flood, 2004; Killion & Harrison, 2006) have 
espoused the idea of the teacher as an instructional leader. Chamberlin and Sommerville 
(1991:13), for example, state that “the teacher is the “leader” of the classroom, just as the 
principal is the leader of the school…” while Irvin and Flood (2004) argued that the construct of 
instructional leadership cannot be fully enacted by the principal alone but “require the  efforts of 
a variety of school community members” (p. 54). 
Change drivers. The primary driver of change is the dissatisfaction with the state of 
student engagement experienced by core French teachers in the school. Core French teachers are 
frustrated when their students do not engage with learning French. Core French teachers, as 
responsible professionals, are concerned that their efforts are often not producing the desired 
results. Core French teachers at RJMS are not alone. Bass (2004) noted in her blog the “lack of 
interest or "buy in" from almost everyone” (para. 1) about teaching and learning core French in 
Ontario schools. Like Bass (2004), OPSBA (2007) observed that core French teachers did not 
believe that core French is considered a priority by their school administration and other teacher 
colleagues.  Therefore, the core French teachers in RJMS are considered drivers of change since 
experts have described teachers as leaders (Chamberlin & Sommerville, 1991; Killion & 
Harrison, 2006). Lack of student engagement tends to result in unsatisfactory performances in 
core French tests and low French language proficiency. Hence poor student performance is 
another driver for change. Also, the increasing cultural diversity of Canada in general and in the 
major cities is a change driver, as clearly, there will be increase in both ESL and FSL learners 
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and an increasing need for all teachers to be competent at planning for diverse groups of 
students. 
In a survey by the Ontario Public School Boards’ Association (OPSBA, 2007), 
respondents noted that French is not considered a real subject in many Ontario elementary 
schools. In the report of the survey, the OPSBA (2007) argued that such an attitude may emanate 
from school practices that make it look like the French teachers are only relief teachers. For 
example, it noted, home room teachers often have their prep during core French classes. While 
this practice makes practical sense for effective timetabling, it makes some students and some 
parents think that French teachers are only relief teachers and that French is not that important 
(OPSBA, 2007; Carr, 2018). Hence, the goal for this OIP is to inquire into the role of school 
leadership in improving student engagement in core French lessons. More specifically to: 
• develop an understanding of the nature of lack of student engagement in core French in 
RJMS, 
• develop an understanding of what factors might hinder student engagement in core 
French 
• develop a framework for understanding what needs to change with respect to core French 
teachers’ instructional practices and school administrators’ support and provisions to 
improve student engagement in core French, and  
• develop a plan for implementing the change. 
The relevant principle for engaging students from a diverse environment is to build a strong 
support system for the school administrators and core French teachers with the different 
knowledge and application required for educating these students (Ontario Ministry of Education, 
2013b). Student engagement would increase if instruction is flexible and is done in supportive, 
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welcoming, and accepting environment where there is a positive student-teacher relationship. 
When educators and parents realize the gap between current levels of student achievement in 
core French and the desired level of achievement and when they are able to see appreciate the 
importance of French language in their students’ learning and career development, they will be 
willing to do what it takes to improve their achievement. When they see the connection between 
student achievement and student engagement, then they will be ready for change. The next 
section addresses organizational change readiness. 
Organizational Change Readiness 
Successful leadership is rooted in high moral purpose and consistent respect for followers 
(Kotter, 1996). While new initiatives and technological improvements can bring about 
organizational change, they do not by themselves create the need for change. In considering the 
problem of practice of this OIP, any change must begin with creating the need for change and 
establishing a sense of urgency that sustains the need for change. The question this OIP is 
concerned with in respect to organizational change include the following: a) How do 
administrators and core French teachers see the situation and the problem of lack of student 
engagement in French class? and b) Who are the right guiding team builders for this change 
process? In the presence of appropriate leaders, committed enthusiasm and trust for the work is 
ensured. Research by Tschannen-Moran, and Gareis (2015) shows that student engagement 
requires a good leader who creates a sense of urgency and trust to the change.  
Recent perspectives on leadership centre on the concept of shared leadership (Bush et al., 
2019). This approach has underlined the importance of teachers’ leadership role in student 
engagement. Researchers have noted that the approach to leadership centered around formal 
leadership roles with the principal as the centre of expertise has become less popular (Hallinger, 
2003; Bush et al., 2019). This means that thinking of leadership in school in terms of only what 
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the principal does is highly limiting. But more importantly, leadership is the ability to connect 
people and to lead a change. Core French teachers need to be encouraged to exercise some 
leadership role in many elementary schools in Ontario. The willingness of the school 
administration at RJMS to support the change vision of this core French teacher is an evidence of 
organizational readiness for change. 
This OIP is important because it could contribute to current knowledge of ways to 
improve student engagement even beyond core French, especially in schools like RJMS with 
many new immigrant students and students from culturally diverse backgrounds (Froiland & 
Worrell, 2016). It may also serve as a framework for use by teachers and administrators in other 
schools to develop effective approaches to support and improve student engagement in French 
language learning. At RJMS, there has been a concern for the lack of student engagement in core 
French. This is another sign of organizational readiness to change. 
Cawsey, et al. (2016) state that organizational change readiness is determined by, among 
other things, the previous change experiences of its members. In the past four years, RJMS has 
witnessed two leadership changes. Within the same period, one French teacher had retired and a 
new one was employed. These changes also led to a reassignment of core French teachers to 
classes. It is therefore expected that these recent change experiences could raise the individual 
readiness for change of the core French teachers to a place of advantage to obtain their support 
for the present change plan. 
The change agent will also monitor the readiness for change by using appropriate tools to 
assess readiness for change. Beckhard and Harris (1987) suggested that the place to begin is to 
address the question “why change?” The change leader will address this question by 
summarizing and presenting information on students’ attendance to core French classes, the rate 
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of submission of core French assignments and showing through literature the connection 
between student engagement and student outcomes. For example, an Organisation for Economic 
Co-operation and Development (OECD, 2000) report of findings of PISA 2000 about the 
engagement at school of 15-year-old students specifically looked at two measures. In particular, 
the report looked at their sense of belonging, which asked whether they feel they fit in at school; 
and their participation based on their school attendance and participation in class. The report also 
acknowledged that “students who are disengaged or disaffected might also be identified for 
example as those who do not do their homework, are involved in disruptive activities or display 
negative attitudes to teachers and other students” (OECD, 2000, p. 2). This author has observed 
these scenarios in the junior and middle school core French classes at RJMS.   
A review of literature on student engagement in higher education suggested that social 
and academic engagement had direct impact on the persistence of students as revealed through 
the extent to which students showed commitment at remaining at a specific school (Clement, 
2016). Student engagement is not only dependent on the student but also on the school 
leadership. In fact, some researchers have highlighted two levels of responsibility regarding 
student engagement; the responsibility of students to engage in activities at school that are 
meaningful (Clement, 2016) and the responsibility of educational leaders to provide activities at 
the school that the students can engage with (Khalifa et al., 2016). One of the goals of this OIP is 
to effect positive changes in the activities of school principals and core French teachers to 
improve student engagement in core French classes. 
Internal and external forces that shape change. There are many forces that shape 
change in an organization. These forces could be internal or external to the organization. Internal 
factors are factors within the organization. For this OIP, these internal factors are circumstances 
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in the school such as, people (e.g., teachers and students), systems, the administrative structures, 
school building, assessment practices, results, curriculum, school board policies, change agents’ 
perspective, collective bargaining, federations and conditions inside the school that are under the 
control of the leadership. Also, the school’s mission statement, the school culture, and the 
leadership style prevalent in the school are all part of the internal forces that will shape 
organizational change in the school. These internal forces influence the activities, decisions, 
behaviours, and attitudes of members of the school organization. 
External forces are things that happen or occur outside of the organization and bring 
about change within the organization, which often, are beyond what the leadership can manage 
or control. These external factors in some cases, are political, social and or economic conditions 
and resources that can impact the organizational change and affect the problem of practice. The 
external forces are factors that if not adequately handled or addressed might be detrimental to the 
organizational leadership and for this reason, it is imperative that the organizational leadership 
monitor the changes, adapt and take proactive measures to mitigate the change. The government 
of Ontario in its 2019 budget, cut funding for some education programs with the aim to protect 
what the government considers matters most in education, but more so to achieve some savings 
with a view to balancing the budget sooner (Government of Ontario, 2019). Any changes in 
school programming because of the budget would be considered external to the school. 
Notwithstanding that these changes are external to the school and beyond the control of any 
school’s leadership, they could make a lot of impact in the life of the school. There are other 
external influences that influence the school. For example, Gillborn (2006) and Johnson (2006) 
indicated that school leaders, teachers, parents and students who are socio-politically conscious 
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should challenge the ways in which race and racial power are constructed and represented not 
only in the school but also within the society. 
Students participate more in a classroom and have a better understanding of concepts 
they are taught when steps are taken to actively engage them (Bonet & Walters, 2016).  In 
addition, Castillo (2012) and Khalifa et al., (2016) show that the level of engagement is typically 
higher in those classrooms which are centered around project-based learning. Going further, 
Khalifa et al. (2016) identified multiple conceptual perspectives on student engagement, 
including student motivation and dispositions to engage with learning, transactions between 
students and between teachers and students, effects of institutional support for engagement, and 
engagement that is influenced by social, political, and demographic factors. 
This OIP considers organizational culture of the school as the beliefs and values that have 
existed in the school for a long time that influence how staff do their work (Tsai, 2011). Some 
aspects of the school culture can make positive impact in the school while some aspects of the 
school culture have negative impact on the school and on student engagement. An example is if 
core French teachers feel disconnected, isolated, and excluded it will affect their job satisfaction, 
which in turn will impact on their relationship with the students and result in a high level of 
attrition among core French teachers (Gour, 2015). Tschannen-Moran & Gareis, (2015) noted 
that to address change in student engagement, there is need for trust. The school leaders should 
create bonds of trust that can help inspire teachers to work together and solve challenging 
problems of students. The researchers, Tschannen-Moran & Gareis, (2015) found that when 
principals and teachers do not trust one another, the result is disengagement from educational 
process that comes at the expense of student learning. Therefore, in developing a plan for 
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change, effort must be made to build trust among all stakeholders in the organization so that all 
will commit to the vision of improving student engagement in core French learning.  
Conclusion 
Chapter 1 of the organizational improvement plan described the organizational context 
and framed the problem of practice. The chapter also presented the change leader’s leadership 
position and lens statement. The change leader is a core French teacher who is empowered by the 
school principal as an informal leader position to lead PLC’s. My agency in this change 
leadership plan derives from an informal leadership position. In this position, I will be looking to 
influence my principal, vice principals, and colleagues to bring about the desired change. In this 
chapter, I have discussed my vision for change, and an examination of organizational change 
readiness. In the next chapter that follows, there will be a discussion of the framework for 
leading the change process informed by a culturally responsive leadership approach and guided 
by Cawsey, Deszca and Ingols’ (2016) The Change Path Model. Informed by Nadler and 
Tushman (1989), there will also be a critical analysis of the organization and explore a range of 
possible solutions to address the problem of practice presented in this initial chapter and a 
leadership ethics related to the proposed changes. In sum, the next chapter will address the issues 
around developing the plan for change. 
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Chapter 2: Planning and Development 
This chapter of the OIP presents an improvement plan to address the problems identified 
in the first chapter. The improvement plan is developed through organizational frameworks that 
will be implemented to bring a positive organizational change.  This chapter analyzes leadership 
approaches to change, frameworks for leading the change, a discussion of what to change, 
possible solutions to address the problem and leadership ethics and organizational change for the 
purpose of improving student engagement in core French classes. 
Leadership Approaches to Change 
The change envisioned in RJMS to improve student engagement in core French will 
involve multiple stakeholders both in the community and school. As a result, the role of 
leadership in this situation must extend beyond the traditional role of the school principal to 
include other educators, in this case, the core French teachers. In RJMS, the principal encourages 
staff to take on leadership roles in some areas of decision making. This OIP is about improving 
student engagement in core French in a school with a large proportion of minority and new 
immigrant students and the focus of how this would be done is centred around school leadership. 
Davis (2012) argued very strongly that educators must address the lens with which they view 
their students and their culture if the educators want to raise achievement for all students. 
According to MacKinnon (2018) “this is the critical starting point for all school leaders” (p. 18). 
If leaders are to make change, they must first look at their attitudes and beliefs about the children 
and families they serve, constantly interrogating their knowledge base and assumptions about 
themselves and the context in which they lead (Gay & Kirkland, 2003). As stated in Chapter 1, 
the students of RJMS are mostly children of poor immigrant families and as observed by Khalifa 
et al. (2016), poor and minority students have a likelihood of being thought by teachers who are 
inexperienced about their culture “who are often teaching out of their content areas” (p. 1273). 
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Khalifa et al. (2016) then espoused the need for leadership to recruit and sustain teachers who are 
culturally responsive. More importantly, the students come from diverse cultural backgrounds. 
This makes it necessary not only to understand that their needs and circumstances differ from 
those of students from the dominant group, but also important to recognize that they have 
multicultural backgrounds. Therefore, the leadership approach for this OIP is the culturally 
responsive leadership approach (Davy, 2016; Johnson, 2006; Khalifa et al., 2016; Lopez, 2016). 
Culturally responsive leadership brings together and empowers all stakeholders, 
including community leaders, parents, and teachers, to develop agency and collaboratively act 
along with the school administration to bring about a change (Castagno & Brayboy, 2008). 
Johnson (2006), Khalifa et al. (2016), and Lopez (2016), have made the point that culturally 
responsive school leaders promote inclusive school climate for marginalized, multicultural 
students, maintain presence in the community and actively nurture and sustain relationships with 
the members of the community in which the school exists. In other words, the culturally 
responsive leader influences school context and addresses cultural needs of students, parents and 
teachers, promotes an inclusive, welcoming and accepting school climate, maintains presence 
and relationship with community members, and engages in professional development of teachers 
to ensure that teachers are continually responsive to cultures (Lopez, 2016). Furthermore, when 
developing curriculum or doing professional development of staff and teachers, their goal is to 
ensure that they are sensitive to the needs of minority students (Lopez, 2016).  
Within the culturally responsive school leadership approach, teachers help to improve 
and develop the teaching material with the goal of improving student outcomes while showing 
responsiveness to the cultural needs and contexts of students (Johnson, 2006; Lopez, 2016; 
Khalifa et al., 2016). It is also understood that leaders who are culturally responsive encourage a 
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school climate that is accepting, inclusive, and welcoming of minority students (Khalifa et al., 
2016). Culturally responsive school leaders recognize that leadership that is culturally responsive 
is required in all contexts. To this end, it is important to recognize the varieties and levels of the 
minority experience among the students. In RJMS, the minority status of students is not due to 
their race alone but also to their language, religion, income, and country of origin. The students 
at RJMS come from homes where more than 60 home languages are spoken, an indication of the 
diversity of their countries of origin and cultural backgrounds. By Statistics Canada’s (2017) 
account, 73% of families in the CMA of RJMS speak mother tongues that are different than 
English or French. Khalifa et al. (2016) have emphasised that the culturally responsive school 
leadership lens helps consider the fact that students who are minorities have rich histories related 
to fighting against oppression. A culturally responsive school leader works to acknowledge the 
fact of the experiences of the students and accepts moral responsibility for justice (Khalifa et al., 
2016). This is yet another reason why the culturally responsive school leadership lens is 
appropriate for this OIP. 
The change envisioned in this OIP requires a cultural shift. It calls for the involvement of 
community, parents, and school. It calls for the school administration and core French teachers to 
reflect upon their own identity and their perception of the students. According to Mento, Jones 
and Dirndorfer (2002), “reflection is an extremely powerful way to learn from experience. It is a 
major component of individual learning, and individual learning is the building block for 
organizational learning” (p. 56). Self-reflection will be done in sessions of professional learning 
through professional learning communities and is expected to increase the self-awareness of core 
French teachers. Core French teachers will increase their cultural competence and include more 
of students’ culture in core French activities to energize the students and bring the parents and 
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community closer to the school. In this environment, the principal will be expected to recognize 
the teacher leadership of the staff member leading the change, encourage and empower her. The 
principal will help to delegate duties effectively, provide strategic direction and translate the 
vision into becoming a reality. Applying the culturally responsive leadership approach in this 
OIP will enable the change leader make changes in three major areas. Through a process of 
professional learning within the context of a professional learning community, the change leader 
will improve the pedagogical practice of the core French teachers to apply culturally relevant 
pedagogy and resources in their core French classes. The change leader will create awareness of 
students’ cultures and the need to make core French relevant to the students lived experiences. 
Parent and community involvement will be enhanced and made part of the school’s way of doing 
things. Using targeted activities, the change leader will bring about a shift in organizational 
culture of the school with a view to making the school environment more welcoming and making 
students, parents and community members have better appreciation of the French language. In 
the next section, I will discuss two early frameworks for leading a change before settling on the 
Change Path Model (Cawsey, et al., 2016), which will be used for implementing the proposed 
change. 
Framework for Leading the Change Process (How to change?) 
The beliefs that teachers and school administrators have about students will inform their 
attitude towards student engagement or lack of engagement (Vibert & Shields, 2003). An 
effective framework for leading the change process must take into consideration the prevailing 
beliefs among school leaders about the students. School administrators and teachers need to 
understand where they stand on attitude to students by examining their personal biases and 
assumptions that may have been developed over the years from their individual histories and 
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experiences. This section of the OIP examines how a change process model could be used within 
the framework of a culturally responsive leadership approach.  
Lewin’s Stage Theory of Change. This three-step model of Unfreeze–Change–Refreeze 
focuses on the need to dislodge the beliefs and assumptions of those who need to make a change 
(Cawsey et al., 2016). Unfreezing is the mechanism of re-evaluating and getting rid of one’s 
beliefs that have piled up over the years. Unfreezing could happen at the level of individuals and 
at the organizational level. Unfreezing for individuals would involve a self-reflection on their 
beliefs and biases and becoming open to alternative views about the situation. Cummings, 
Bridgman and Brown (2016) observed that Lewin has been unjustly “criticized by scholars for 
over-simplifying the change process” (p. 33), Hussain, Lei, Akram, Haider, Hussain, and Ali 
(2018) on the other hand claimed that Lewin’s work was a process of implementing change 
through “knowledge sharing” (p.123). Both Lopez (2015) and Khalifa (2012) in their work on 
culturally responsive leadership approaches, emphasize the importance of ongoing self-reflection 
of the leader’s practice in efforts to disclose personal biases and assumptions that come from 
personal experiences and backgrounds. Mento, Jones and Dirndorfer (2002) note that when left 
unprompted, humans are poor reflectors and therefore suggest guiding the reflection with a pre-
determined set of questions. Once unfreezing takes place, the participants are ready for change 
and they refreeze after the change. This model is simple and straight forward but does not 
account for all the ramifications of the change process, such as, how to generate buy-in for the 
change. 
Duck’s Five Phases of People’s Reaction Model. Duck’s model is valuable for 
emphasising the need to pay attention to participants’ emotional reaction to change (Cawsey et 
al., 2016). To implement a change in leading and teaching core French learning in a way that will 
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increase student engagement might upset the status quo. While administration and the core 
French teachers have been used to the status quo, the change being proposed will invite them to 
move away from their comfort zones, with a view to changing their beliefs about the students 
and about core French program in the school. As a change leader who is currently not in an 
administrative position, this framework takes into consideration the feelings of the principal, vice 
principals and other core French teachers. They must not be rushed through the change process 
without considering their feelings.  
While Lewin’s model focuses on the need to dislodge the beliefs and assumptions of the 
core French teachers, Duck’s model stresses the need to pay attention to their emotional 
reactions to change. Lewin also provides a framework for ethical leadership based on learning as 
a basis for change. While people are often set in their beliefs and assumptions, disputing, and 
dislodging those beliefs and assumptions will be done through a process of learning and self 
reflection. This process can elicit strong emotions for which Duck’s model provides a framework 
for dealing with those feelings. Although both the Lewin’s model and Duck’s model provide 
useful guides for ethical and psychological considerations in the change process, they are simple 
for practical purposes but do not offer as much opportunity as the change path model for the 
possibility of going through the cycle over and over again if success was not achieved in the first 
cycle. Therefore, within the of this OIP and my problem of practice, the Change Path Model 
(Cawsey et al., 2016) provides a great fit within the framework of a culturally responsive 
leadership approach to guide the change process.  
The Change Path Model. The Change Path Model (see Appendix B) provides a 
systematically organized change process through its four steps of awakening, mobilization, 
acceleration, and institutionalization and reflect the factors of change at the organizational level 
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(Cawsey et al., 2016). The change path model has been extolled by Stouten, Rousseau, & Cremer 
(2018) as being widely used for practitioner-oriented change. It is also amenable to be used 
within the culturally responsive leadership approach. The cyclical structure of the model makes it 
easily applicable in managing cultural shift, which may require many cycles to achieve. 
Awakening. The first step is awakening. This is the step in which the change leader 
identifies the need for change, articulates the gap in performance between the present and the 
envisioned future state, develops a powerful vision for change and disseminates the vision for 
change through multiple communication channels. Educators are not likely to buy into change 
unless they feel the need for it. They need to understand the reason and the urgency for the 
change. Lewin’s unfreezing through a learning process will be helpful at this stage. The change 
leader creates awareness of the need for change by showing that if the students were better 
engaged in core French, they would do much better not only in core French but also in other 
subjects. Khalifa et al. (2026) affirmed that in culturally responsive leadership “engaging in 
critical self-reflection or antiracist reflection supports the personal growth of leaders and 
unearths their personal biases, assumptions, and values that stem from their cultural 
backgrounds” (p. 1285). Hence the leader will create awareness of the need for change by 
walking the participants through a process of critical self-reflection so that they can examine 
their beliefs and biases and experience how their beliefs and biases could impact how they see 
the students. Ladson-Billing (1998) noted that many times the Eurocentric education system sees 
minority students and sometimes minority teachers from a deficit perspective. Critical self-
awareness will help the educators to interrogate and challenge their own biases and beliefs about 
minority students. 
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Mobilization. An effective leader needs people to buy into the idea and this happens 
through effective communication (Luthra & Dahiya, 2015). Effective communication is an 
important factor in organizational change. In phrasing or communicating the vision for change, 
the leader needs to ensure that the vision is focused on a specific area, such as, core French, 
while also feeding into the broader vision of the school. It is important to identify people who are 
willing to be committed as partners in bringing about the organizational change. It is important to 
have the right kind of leaders on board who are willing, capable, and influential allies to support 
the change. The first people to be mobilized are the principal and the two vice principals, who 
represent the formal structures of leadership. As observed by Cawsey et al., (2016, p. 144) 
“formal systems and structures play important coordination, communication, and control roles, 
and they influence how decisions are made about change”. Working with the administration, it 
will be easier to access resources and data to communicate the need and urgency of the change to 
the other core French teachers and other teachers. Mobilization presents an opportunity to ensure 
inclusiveness and collaboration, which are necessary in a culturally responsive leadership 
approach (Johnson, 2012; Lopez, 2016). It is important to mobilize parental and community 
involvement through their respected leaders, such as School Council leaders and community 
organization leaders. Bokas (2017) calls for schools to establish a culture of partnerships by 
expanding school learning environments to embrace and include families, communities, other 
learning institutions, and businesses as co-builders of a powerful learning environment. By 
creating a guiding coalition of all the stakeholders, it will be easier to achieve support for the 
change. 
Acceleration. In this phase, the change leader needs to take these three actions: 
1)continue to systematically reach out to others, 2) identify and use appropriate tools to assign 
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responsibilities and for contingency plan, and 3) take steps to ensure a seamless transition. 
Collaboration is a key factor in determining the success or failure of any reform (Williams, 
2006). In fact, the Ontario Principals’ Council (OPC) (2018) in a recent article stated that 
“consultation, collaboration and careful consideration should precede action, wherever possible” 
(p. 33).  Through collaboration, one will be able to empower allies into action. The guiding 
coalition will be able to empower broad actions that will lessen or remove the obstacles that 
would have worked against any change to the way of doing things in the school. With the 
coalition in place and empowered, the team will jointly develop tools and resources required for 
carrying the change forward. It is also important to develop a plan for managing the transition 
and for sustaining any small gains that are achieved along the way. That leads to the final step in 
the change path model, which is, institutionalization. 
Institutionalization. This step will involve tracking comments of teachers, parents and 
students, attendance, participation in homework and other activities associated with core French 
to identify and consolidate any positive changes. Mento et al. (2002) rightly observed that if 
there are not important and visible short-term wins, even collaborators could become 
disillusioned and default to change resisters. Identifying wins will require a mechanism for 
assessing change and the impact of change. The Plan-Do-Study-Act (PDSA) cycle (Deming, 
1986; Deming, 1993; Moen & Norman, 2009) will be used to test the change, observe, and learn 
from data if any adjustments are needed. The PDSA cycle (see Appendix C) is a quality control 
mechanism that allows the change leader to assess the progress of the change implementation 
plan. There are four activities that happen in a cycle, which enables one to start at the point that 
suit one’s need and go over the cycle as many times as needed. The following questions will 
guide the application of the PDSA to monitoring and evaluation in this OIP:  
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1. What are we trying to accomplish? 
2. How will we know that a change is an improvement? 
3. What change can we make that will result in improvement? (Moen & Norman, 2009, 
p. 9). The next section is a critical analysis of the organizational and what needs to change. 
Critical Organizational Analysis (What to change) 
Nadler and Tushman (1989) conceptualized organizations “as complex systems that, in 
the context of an environment, an available set of resources, and a history, produce output” (p. 
194). There are four core components of an organization: a) work; b) people; c) formal structures 
and processes; and d) informal structures and processes, which includes culture. Their 
Congruence Model is based on the idea that how an organization performs derives from how 
consistent the strategy is with the environmental conditions while maintaining internal 
consistency among these four components (Nadler & Tushman, 1989). That is to say “the more 
congruence there is among these four components, and the more aligned they are with the 
external environmental realities and the strategy of the organization, then the better the 
organization’s performance will be in the external market place” (Cawsey et al., 2016, p. 68). To 
identify what needs to change and why, Nadler and Tushman (1989) advocate that the change 
agent must take a hard look at the strengths and weaknesses of the organization. This typically 
“involves the collection, integration, and analysis of data about the organization and its 
environment … based on some underlying model of organizational effectiveness” (Nadler & 
Tushman, 1989, p. 197). In the context of this OIP, this implies a critical analysis of the school’s 
external influences, the strategies used in decision making, the internal systems and structures, as 
well as the outputs and the types of change. 
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External influences. Shernoff, et al. (2016) found that environmental complexity 
accounted for variation in engagement and classroom self-esteem of high school students. This 
environmental complexity consists of the physical environment of the school, history, and 
available non-human resources of the school. The school has little or no control over most of the 
external influences. They include, legislative decisions, regulations, directives and Policy, 
Program Memoranda (PPMs) from the ministry as well as directives and policies of the school 
board. These policies, standards and structures of education are often purported to be neutral and 
objective but as noted by Roithmayr (1999), they “are actually race-specific because they were 
constructed in a context of racial exclusion, by elites who acquired social power explicitly 
excluding people of color” (p. 3). In fact, Ladson-Billings (1998) see the traditional curriculum 
as a culturally specific artifact designed to maintain a white superiority while Roithmayr (1999) 
further maintained that the structures “are in fact ways of forming and policing the racial 
boundaries of white supremacy and racism” (p. 6). These claims are material for critical race 
theory. The so-called objectivity of educational policies, merit system and standards need to be 
critically analyzed and deconstructed under the radar of CRT.  These circumstances can impact 
on the students’ attitudes towards school and, by implication, their engagement with learning a 
second language.  
Strategy. The strategy of an organization refers to the patterns of decision making that 
have emerged over time. It includes how responsibilities are assigned, who gets to do what and 
when; how the day begins and ends; prevailing approaches for students’ discipline and 
supervision of staff; how subjects are allotted time on the timetable and how resources are 
procured and distributed (Nadler, & Tushman, 1989; Sims, 2011; Williams, 2006). According to 
Kotter and Schlesinger (2008), and Leithwood and Steinbach (1993), strategic choices lead to the 
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allocation of resources, including time and attention. There is an opportunity to enhance equity, 
diversity, and inclusiveness in the choices and decisions of school leadership of RJMS. In the 
process of decision making, whose voice and perspectives are considered and who is excluded? 
Within a culturally responsive approach, an active equity committee will be helpful. 
Internal systems and structures of the school. The internal systems and structures of 
the school include students, educators, other educational workers, and the work that they do. It 
also comprises of the formal structures and hierarchy, such as, the principal, vice principals, 
division chairs and committee chairs as well as the informal structures of the school culture. 
People. The people in the school are students, educators, and other staff such as the 
caretakers and secretaries. Parents and community members are also associated with the school 
as they bring the students daily to school. Some of them also come into the school daily or 
occasionally to volunteer for lunch supervision or during school trips. At curriculum nights, 
graduation and concerts, parents and community members come into the school. Because the 
school is culturally diverse, there are a variety of subgroups of students in the school. The adult 
members of the school community are also diverse but not as culturally diverse as the student 
population. Therefore, the students are not seeing among the school staff the diversity that exists 
in the student population. One implication of this is that a few students may not find themselves 
represented among the school staff. Ladson-Billings (1998) asserted that the instructional 
strategies of the American schools at the time assumed that African American students were 
deficient. Lopez (2016) highlighted the importance of perception of the diverse cultures of the 
school community. Another dimension of the attitude of the people in the organization is 
highlighted in a recent survey by the Ontario Public School Boards’ Association (OPSBA, 2007) 
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revealed the perception among some teachers that ‘the French teacher is “just a relief” for the 
“real” teacher’ (p. 4). 
Work. The work of the school is to impart knowledge to students (Prentice & Houston, 
1977). More recently, emphasis has been placed on equipping the students for global citizenship, 
to be able to thrive in a highly competitive global environment (Evans, Broad, & Rodrigue, 
2010). Therefore, core French should be an important school subject. Indeed, the Ontario 
Ministry of Education (2013a) in the FSL curriculum highlighted how important it is for English-
speaking Canadians to learn French in order to communicate easily with French-speaking 
Canadians, but also more importantly, to enable them interact with millions of French speakers 
around the world. The document further states that being able to communicate in another 
language other than one’s first language “develops their awareness of how language and culture 
interconnect, helping them appreciate and respect the diversity of Canadian and global societies” 
(Ontario Ministry of Education, 2013a, p. 7). 
One of the factors that may impede the work that teachers do is their own attitude and 
beliefs about the students. Duffy (2003) explains that educators’ assumptions influence how they 
enact their work. If teachers believe that they hold the key to knowledge while the students come 
without knowledge, then they see their work as simply feeding the students with knowledge. The 
school needs to see education as a process of interaction between adults and the learners to 
produce knowledge so that the students’ perspectives and voice are included in the process. The 
work of the school should be to help the students participate in society thereby making education 
more relevant to the lives of the students and generating a higher degree of student engagement.  
 Formal Structures. At the head of the school is the principal assisted by two vice 
principals. The school office is run by two secretaries. There are 47 teachers (not exact for reason 
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of anonymity). Of these teachers, there are three core French teachers. A few other teachers teach 
core French in their homerooms. The school is a K-Grade 8 school thereby traversing three 
divisions of Primary, Junior and Middle schools. Most teachers are grouped by the division they 
teach, and each division has a division chair. The core French teachers cut across divisions. 
There are extracurricular committees where teachers take the lead with the support of the 
principal. Staff meetings are frequently held, and divisional PLCs are held as part of professional 
development. These structures support a distributed leadership approach. However, embedding a 
culturally responsive leadership approach in the school needs to be done with greater 
intentionality. The school timetable is part of the formal structure. It guides how teachers spend 
their day in the school and what students learn each day. A formal structure should support and 
promote efficient task performance (Cawsey et al., 2016). In a situation where core French is 
always positioned in the timetable so that the homeroom teachers would have prep during core 
French period, the unintended consequence is that students could see core French periods as 
“relief” or “coverage” for the homeroom teachers. 
Informal Structures. Cawsey et al. (2016) rightly note that “the informal way things get 
done, and the norms accepted by organizational members reflect the way the culture manifests 
itself in the organization” (p. 71). When these informal relationships are in congruence with the 
other components the school will run smoothly and effectively (Nadler & Tushman, 1989).  In 
RJMS, there is an important need to create awareness of and sensitivity to the cultural diversity 
of the students. When teachers become aware of and sensitive to the cultural diversity of the 
students, and actually incorporate elements from the students’ culture into the curriculum, this is 
called cultural competence, All students will feel a sense of belonging and motivated to 
participate and engage with learning. 
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Outputs. A critical analysis of the outputs shows a dissatisfaction with the present. The 
proposed change intends to increase the level of student engagement in core French to improve 
students’ performance, which in turn reflects better learning of French as a second language and 
achieving the desired vision enacted in the curriculum. The intended outcome is an increase in 
student engagement. Student engagement is “…participation in educationally effective practices, 
both inside and outside the classroom, which leads to a range of measurable outcomes” (Kuh, 
Kinzie, Buckley, Bridges & Hayek, 2007, p. 7). When student engagement improves, it will 
manifest in the three dimensions of behavioural engagement, emotional engagement, and 
cognitive engagement (Fredricks, Blumenfeld & Paris, 2004). Behavioural engagement is the 
extent to which students comply with behavioural norms by attendance, involvement in classes 
and avoidance of disruptive or negative behaviour. When students are emotionally engaged, they 
show interest in, and enjoyment of, the activity and demonstrate a sense of agency in the activity. 
According to Trowler (2010), “cognitive engagement makes the students become invested in 
learning, seek to go beyond the basic requirements, and be eager to take up the challenges that 
come with the learning activity” (p. 8). Within this OIP improved student engagement will be 
noticed when students are enthusiastic to attend core French classes, pay attention to class, do 
their assignments, and demonstrate joy and interest in learning core French. 
Types of change. Nadler and Tushman (1989) proposed scope and positioning as two 
dimensions for thinking about types of organizational change. With respect to scope, change can 
be incremental, when change is focused on individual components of the organization or 
strategic, when change addresses the whole organization. With respect to positioning, a change 
is relative when change it is in response to an event or a series of events, and anticipatory when 
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change is initiated in anticipation of events that may occur later. By combining these two 
dimensions, Nadler and Tushman (1989) came up with four types of organizational change:  
• those that are reactive in response to events and incremental in scope, which they term 
adaptation. 
• those that are reactive in response to events but strategic in scope, which they term re-
creation. 
• those that anticipate possible events but are incremental in scope, which they term tuning; 
and 
• those that are anticipatory and at the same time strategic in scope, which they term 
reorientation, (p. 196). 
Nadler and Tushman’s (1989) classifications are important because they are also indicative of 
the intensity of the change. For example, strategic changes are more intense than incremental 
changes while reactive changes are more severe than anticipatory changes. This implies that an 
organizational change that is strategic in scope and at the same time relatively located would 
require a great deal of urgency and be quite severe in terms of “the degree of shock, trauma, or 
discontinuity” (p. 196) it would create in the organization. Because the OIP focuses on an 
existing problem of practice, the positioning of change would be considered relative. It is relative 
because it is a response to an existing problem of practice. On the dimension of scope, this OIP 
focuses on an incremental change. It is incremental because it is focused on core French and core 
French teachers with the view that any successful change could impact students’ learning in 
other subjects. Therefore, on Nadler and Tushman’s typology, the type of change envisioned by 
this OIP can be described as an adaptation. 
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An important contribution of Nadler and Tushman (1989) is the language to understand 
the state of an organization and the type of change needed. The ability to identify what needs to 
change and the appropriate process for change is a diagnostic principle.  When diagnosing the 
need for change in a school, it is important to pay attention to the fact that the school is a 
dynamic organization where things do change over time. For example, the students in Grade 4 
this year will not be in Grade 4 next year and teachers’ assignments do shift from year to year. 
So, when the need for change is identified in a school, it is important to bear in mind the timeline 
available to make the change, otherwise, the need may change over time exposing different 
concerns and objectives (Cawsey et al. 2016). Secondly, in order to address the problem of the 
OIP effectively, effort must be made to align what goes on inside the school with the external 
influences that impact the school and the lived experiences of the students outside the school. 
Possible Solutions to Address the Problem of Practice 
In the previous sections, I discussed the process for leading the change and what needs to 
change. In this section, I focus on possible solutions to address the problem of this OIP. Possible 
solutions to the problem should create internal consistency and congruence with the external 
conditions (Nadler & Tushman, 1989). Cawsey et al, (2016) however, advised that we should not 
be so hung up on alignment and congruence but should endeavour to build in some flexibility to 
achieve workable solutions. In this OIP, the leadership approach that guides the solution is the 
culturally responsive leadership approach. In view of this, identification and prioritizing of gaps 
and solutions will not be done unilaterally. The plan is to create a collaborative and inclusive 
team of school and community partnership that will identify gaps and prioritize solutions. This 
approach of pulling together a collaborative task team to coordinate the change process was 
corroborated by Fullan and Quinn (2016) in their observation that “what pulls people in is 
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meaningful work in collaboration with others” (p. 47). This OIP, nevertheless, will be guided by 
the following three possible solutions to address the problem: 1) making changes in pedagogical 
practice; 2) making core French relevant for students; 3) shifting organizational culture. 
Making changes in pedagogical practice. Teaching in a school where students come 
from multicultural backgrounds is demanding. This is because the students have a wide range of 
needs and interests. They come with different lived experiences, which impact on their 
engagement and their learning. The instructional process requires flexibility and adaptability on 
the part of the educator depending on the students and contexts with which they are working 
(Diller & Moule, 2005). This calls for the teacher to be culturally competent, a concept which 
Diller and Moule (2005) define as “mastering complex awareness and sensitivities, various 
bodies of knowledge, and a set of skills that taken together, underlie effective cross-cultural 
teaching” (p. 5). It is important to employ modern instructional techniques in teaching core 
French and that includes creating teaching material that recognizes the level of the students’ 
readiness to interact with the lessons and it may also include altering the methods and material to 
suit the needs of the students. Modern instructional techniques, such as the use of technology, 
will capture the students’ attention and increase their interest in participating in core French 
classes. 
The concern to make pedagogy engaging for students has yielded some results. In 
Ontario for example, several guides and documents, such as, Strengthening engagement in 
French as a second language (CMEC, 2018), A guide to reflective practice for core French 
teachers (Curriculum Services Canada, 2012) and Professional learning video clips for “French 
as a Second Language” educators (CMEC, 2018), have been published to assist educators. This 
author will use these resources to lead professional learning community sessions with the other 
LEADERSHIP AND STUDENT ENGAGEMENT IN FRENCH  49 
 
 
 
core French colleagues. Additionally,  pedagogical techniques within K-12 school settings show 
that teachers are actively integrating methods that provide extended time for students to answer 
questions and engage with group work while yet others have focused on the most useful methods 
for engaging students through a critical analysis of available pedagogical techniques for student 
engagement. Excellent examples of articulation of these effective techniques are found in CSC 
(2012) and Krasnoff, (2016). For this OIP, this change leader will facilitate core French teachers 
at RJMS to read and discuss how they might apply the contents of these documents in their 
practice through professional learning community (PLC) sessions. Blankstein, Cole, Houston, 
and Hope (2008) have extolled the power of the PLC model for improving the knowledge and 
skills of teachers while Stoll, Bolam, McMahon, Wallace, and Thomas (2006) affirm that the 
PLC model relates to the concepts of inquiry, reflection, and school self-evaluation. In a PLC, 
the core French teachers will commit to learning together, co-planning, co-teaching and action 
research in a collaborative inquiry learning process to achieve better results for the students. 
Because it is the view of this author that pedagogical techniques cannot be complete without 
attention to resources and the use of technology, the PLC will also involve co-selection and use 
of appropriate resources and technology. The next sub-section develops in more detail the 
thinking around provision of resources and use of technology. 
Provision of resources and use of technology. The use of technology has been recently 
explored as a method for increasing student engagement within the classroom. Bellows, Cheek, 
and Blanton (2019) explored the use of coaching students via online mentors to increase student 
engagement.  The authors argued that e-coaching created a third-party in the classroom that 
encouraged students to engage with material without feeling the pressure or hesitancy of 
enacting with the main overseeing teachers. This shows that engagement can be increased by the 
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introduction of technology into the classroom. Apparently, this finding aligns with Bond and 
Bedenlier’s (2019) position that technological innovations can be incorporated to assist in 
teaching complex topics in core French that students may be hesitant to engage with. Brame 
(2016) found that educational videos can be useful for engaging students within the classroom, 
with videos under 6-minutes long being the most effective. Brame (2016) further noted that 
lessons and activities should be planned around video content to keep students’ minds from 
wandering during instruction. It has also been suggested that technology could be a distraction to 
some students in the classroom. Heflin, Shewmaker and Nguyen (2017) working with 
undergraduate students recently explored the use of mobile devices to answer questions, quizzes, 
or assignments within the classroom. The authors found that students who used cellphones for 
classwork were less likely to feel engaged and use critical thinking skills than students who were 
handwriting or typing their responses. The other issue to be mindful of is the competence of the 
students to use or participate in technology-infused lessons. In fact, a recent study has shown that 
many students in public schools lack the knowledge of using computers (Kurt, 2012). While the 
use of technology will be encouraged, relying on technology completely must be considered with 
great caution (Howard, Ma, & Yang, 2016). In the PLC, the change leader will facilitate the 
identification of appropriate technology and other resources that will be relevant for core French 
lessons in a multicultural setting. 
Making core French relevant for students. With respect to making core French 
relevant to the students’ lives, this OIP advocates two main types of activities. The first is to 
ensure that students cultural backgrounds are taken into consideration and reflected in core 
French lessons. The second is to make the students’ families and communities matter by 
involving them in the students’ learning. 
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Infusing culturally responsive approach. There are many challenges associated with 
teaching in culturally diverse schools, but these challenges could be multiplied when it comes to 
teaching core French (Viswanathan, 2016; Mollica, Phillips, G., & Smith, 2005). These 
challenges are not just due to the diversity of students, but they also face socio-economic 
hardships outside of school (Smith, 2005). In fact, Smith (2005) argued that “both 
socioeconomic and school factors contribute to the underachievement of poor children and 
children of color” (p. 21). Au (2017) and Brockenbrough (2015) found that engaging students 
requires first ensuring that their needs are met. These needs may include having proper school 
resources, snacks for lunch, clean clothes, or monitoring that their outside lives are not 
interfering with their coursework. Students that are concerned with family or life matters outside 
of the classroom may have increased difficulty in engaging with classes (Au, 2017).  
Thus, becoming a culturally competent educator requires additional time and energy from 
the teacher. This can be accomplished in several ways, including teachers exploring the 
communities in which their students live, participating in community events, and collaborating 
with community members on projects both within and outside of the school (McCarty & 
Watahomigie, 2004). Belgarde, Mitchell, and Arquero (2002) define culturally responsive 
curriculum as that which “generally validates the cultures and languages of students and allows 
them to become co-constructors of knowledge in the school setting” (p. 43). They go on to 
explain that teachers must “infuse the curriculum with rich connections to students’ cultural and 
linguistic backgrounds within family and community contexts” (p. 43). For some students, their 
home culture is at odds with the culture and expectations of schools (Lynch, 2018). This 
mismatch in cultures results in the perennial “achievement gaps,” and in response to these gaps, 
schooling must be designed and practiced in ways that more closely match the cultures students 
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bring with them from home. For example, Klump and McNeir (2005) draw on the multicultural 
education literature to note that culturally responsive education recognizes, respects, and uses 
students’ identities and backgrounds as meaningful sources for creating optimal learning 
environments. 
Gurr (2015) argued that teachers should practice culturally sensitive approaches when 
dealing with students in diverse school districts to promote context sensitivity, which means fine-
tuning their responses to the context and cultures prevalent in their school. This requires 
surrounding the students with educators and classrooms that reflect socio-cultural diversity, 
having a leadership that are sensitive to the issues facing students, demonstrating high 
expectations for the students, and making every effort to ensure that these expectations are 
realized. It is much more than being respectful, empathetic, or sensitive. This OIP is advocating 
infusing culturally responsive teaching in core French (Ladson-Billings, 1995; Gay, 2018). This 
will blend well with the culturally responsive leadership approach adopted for leading the change 
process of this OIP. Moreover, it has been argued that it is what “makes sense” to students who 
do not see themselves as members of the dominant social group (Klug & Whitfield, 2003, p. 
151) and that it “builds a bridge” between a child’s home culture and the school to effect 
improved learning and school achievement (Pewewardy & Hammer, 2003, p. 1).  Belgarde et al., 
(2002) define culturally responsive curriculum as that which “generally validates the cultures and 
languages of students and allows them to become co-constructors of knowledge in the school 
setting” (p. 43). Belgarde et al., (2002) go on to explain that teachers must “infuse the curriculum 
with rich connections to students’ cultural and linguistic backgrounds within family and 
community contexts” (p. 43).  
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Family and community involvement. There is need for family and community 
partnership in achieving a change in student engagement because parents hold some information 
about the students’ strengths and weaknesses, which can be used to improve engagement and 
learning outcomes. To enhance students’ sense of feeling valued and included, the change leader 
will facilitate the establishment of partnerships with parents and families. Partnership with 
families will help the school obtain the knowledge that parents have about the students’ strengths 
and abilities that can influence how students behave at school (Greenberg et al. 2003; Henderson 
& Millstein, 2003). In fact, Horsford and Clark (2015) asserted that a “more productive approach 
for building student success and engagement may focus on parental participation in the life of 
their community” (p. 75), that is, their children’s school community. There are other ways that 
partnership between school, family and community can support student engagement in core 
French (CMEC, 2018). When parents work in partnership with teachers, they can support the 
child’s learning by supervising their completion of homework. The teacher can send the 
assignment home using email or through web connection while the parents remind the student 
and supervise them to do the homework. Since many parents may not be literate in the French 
language, teacher can provide samples of what students are expected to do to the parents who 
then make sure that students do them. For this to work, the parents must be available, have some 
education to help understand the teacher’s instruction and be willing to cooperate with the 
teacher. This type of partnership can be established if the school has a positive relationship with 
parents through the school council and by involving the parents in the life of the school (Ontario 
Ministry of Education, 2010). 
School-community partnerships will help the school staff understand the cultural 
backgrounds of the students and experience how they may represent elements of their cultures in 
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their core French classrooms (Little, 2013). For this OIP, the change leader will revive an active 
French club in the school and will actively seek the support of the school administration to 
organize French cultural activities with the cooperation of the community members. Community 
members will support by encouraging their children to participate enthusiastically and by their 
own attendance. This change leader will coordinate core French teachers to get actively involved 
in community organizations so that through the organizations, the teachers will be supported 
with the provision of French newspapers, comic books and novels in their communities and 
incorporate performances of French drama and songs in their community activities. Community 
partnership can help the core French teachers to prepare or procure French language posters that 
depict the children’s culture in French language. In this way, the change leader will help  to 
increase the visibility of French language in both the school and the community so that the 
students can see the relevance of French language in their daily lives and be motivated to learn 
core French. 
There is need to expand the school learning environment to include community 
organizations and businesses because “when schools and community organizations work 
together to support learning, everyone benefits” (Little, 2013). Many students look forward to 
volunteering and working part time in local community organizations and businesses. If school 
leadership is involved in the life of the community, school and community can collaborate to 
create opportunities for students to volunteer in the community. These opportunities can be 
expanded to include opportunities to write, read and speak the French language in the 
community, thereby demonstrating the importance of the French language in the community. 
The change leader will actively explore ways to create these conditions in the school with a view 
to enhancing students’ engagement in core French classes. 
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As noted by Nayir (2017), “students who have high motivation make an effort to be 
engaged in class” (p. 59). In another study, Saeed and Zyngier (2012) found positive relationship 
between motivation and student engagement as well as examined which type of motivation, 
intrinsic and extrinsic that is associated with different types of engagement, authentic, ritual, 
passive compliance, retreatism, and rebellion forms of engagement. They concluded that intrinsic 
motivation assisted authentic student engagement. They identified five types of engagement.  
Authentic, where a student completes schoolwork because the task has clear 
meaning and value. Such engagement is active, it requires one to be committed to 
the task and find inherent value in it. Ritual, where the task has no internal value 
but has extrinsic outcomes. Passive compliance, where a task is done to avoid any 
negative consequences. Retreatism, where a student is disengaged from the task 
but does not disrupt others and does not try to substitute other activities for the 
assigned task and finally Rebellion, where the student refuses to do a task and may 
disrupt others and or substitute the learning task with other activities. (Saeed & 
Zyngier, 2012, p. 256) 
In this respect, the goal of this OIP is to generate authentic engagement in core French by 
making core French relevant and meaningful for the students through collaboration with family 
and community to foster authentic engagement in core French. Authentic engagement will 
engender students’ interest in attending classes and be attentive to instruction and “be committed 
to the task and find some inherent value in what they’re being asked to do” (Schlechty, 2012, p. 
64). 
Shifting organizational culture. Cawsey et al (2016) suggests that unfreezing is a 
necessary first step to change. Going further, they opined that unfreezing deals with “the need to 
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dislodge the beliefs and assumptions of those who need to engage in systemic alterations to the 
status quo… the balance in the system must be disrupted or broken in order to permit conditions 
for change to develop” (Cawsey et al., 2016, p. 45). What this means is that there is need to 
shake off the prevailing organizational culture that has not produced the desired result. Culture 
can be defined as the shared beliefs, behaviours and artifacts of a people developed over time 
that distinguish them from others while offering them a sense of shared meaning (Borofsky, 
Barth, Shweder, Rodseth, & Stoltzenberg, 2001). Schein (2009) explains that “culture is about 
shared mental models--shared ways of how we perceive the world, what mental categories we 
use for sorting it out, how we emotionally react to what we perceive, and how we put value on 
things” ( p. 12). It is then easy to understand why a school’s culture informs how they see the 
students and how they value their learning. Thus, it is the culture of a school that “shapes 
attitudes and behaviors in wide-ranging and durable ways … [and] define what is encouraged, 
discouraged, accepted, or rejected within [the school]” (Groysberg, Lee, Price, & Cheng, 2018 
para. 6). Organizational culture, therefore, refers to the beliefs, values, and customs that 
characterize the way things operate in the organization and people in the organization see and 
value their world (Bolman & Deal, 2013). In the case of a school, the organizational cultures 
encompass the school climate, beliefs and assumptions about the students, disciplinary and 
administrative styles, and attitude towards core French (Hoy, 1990). Studies by Cornell, Shukla, 
and Konold, (2016); Manzuoli, Pineda-Báez, and Sánchez (2019); and Wang and Degol (2016) 
show the impact of school climate on student engagement. Additionally, Coelho and Dell’Aglio 
(2019) found out that teacher-student relationships are associated with the students’ perception of 
school climate. School culture also encompasses beliefs about the students. 
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Research shows that students who perceive that they are viewed as not able to succeed 
hardly engage with learning (Bobis, Way, Anderson, & Martin, 2016). When the lived 
experiences of some students are not taken into consideration in planning curriculum and 
pedagogy, those students will feel alienated and students who feel alienated do not engage well 
with learning (Wong, 2015). Educators address this problem in a way that demonstrate their 
belief that every student can achieve to a high extent. Related to this is the perception about core 
French. Mollica et al. (2005) reported that “some teachers see French as planning time for them” 
(p. 22) while yet others “say French wastes time that is needed for language and math” (p. 22). 
Salvatori (2008) also cited a concern “that the Ontario Core French teacher is perceived as a prep 
[preparation time] teacher rather than a specialist teaching one of the core subject areas on the 
Ontario elementary curriculum” (para. 15). With this perception of core French and core French 
teachers by teachers, it is not surprising that a literature review of specialist teachers in the 
elementary schools by Pollock and Mindzak (2015) omitted core French. If core French is 
perceived as a “relief” subject only used to keep the students busy while the homeroom teacher is 
on preparation time (OPSBA, 2007; Viswanathan, 2016) the students are not likely to take it 
seriously and therefore will likely not engage. 
Changing an organizational culture is hard work and it requires mobilizing efforts and 
resources to change people’s mindset. A new school culture that reflects the lived experiences of 
all students, not just some students, according to Freire (1998), must need to emerge at RJMS. 
Coelho and Dell’Aglio (2019) recommend that school administration should focus on creating a 
school climate that encourages student engagement. However, Yang (2014) explained that the 
change vision must belong to the school community, not only to the principal. Yang (2014) 
suggests “the school community members will enact the vision according to their perception of 
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the need and their understanding of the school’s “personality” (p. 284). In other words, school 
staff members have an intimate knowledge of their school culture and will move toward changes 
according to their understanding. Therefore, changes to school culture need to be considerate of 
the opinions and views of the members of the school staff. The principals and staff should create 
the classrooms in which students thrive. Students will learn better in an environment that is 
friendly and where they are inspired, interested and inquisitive to learn and not where they are 
bored and unengaged. Teachers should influence the delivery of the material and provide lessons 
that speak to their learners’ interests and learning styles (Thapa, Cohen, Guffey, & Higgins-
D’Alessandro, 2013). 
Leadership Ethics and Organizational Change 
Previously, this chapter discussed how to lead change and what to change. This section 
will examine leadership ethics in organizational change. Change leadership involves interaction 
with people and resources, which will require making choices and ultimately making decisions. 
Ethics are an important part of this process because decision making often implies making 
choices between what is right or valued and what is wrong or not valuable. Ethics set the 
parameter for what is or not acceptable practice. According to Burnes (2009a), ethics are 
moral principles that govern a person’s behaviour or the conducting of an activity. 
In organizational terms, ethics are beliefs about what is right or wrong, they 
provide a basis for judging the appropriateness or not of behavior and they guide 
people in their dealings with other individuals, groups and organizations… 
(Burnes, 2009a, p. 359). 
This definition captures not only the root meaning of ethics but also its application to a school. 
Ethics guide people in their interaction with other people, groups, and the use of resources. A 
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change leader could be so focused on the outcome of change and not be bothered about how the 
change is brought about. However, there is now “a new era where ethical and socially-
responsible behaviour” (Burnes, 2009a, p. 359) has become more important than just the 
outcome. In this new era, the end does not justify the means, rather a change leader while having 
an outcome in mind also ensures that those involved and those to be affected are treated 
equitably and see the value of the change for them. 
In this regard, Ehrich, Harris, Klenowski, Smeed, and Spina (2015) defined ethical 
leadership “as a social, relational practice concerned with the moral purpose of education.” They 
argued that this is because “ethics is about relationships with others and leadership is a human 
centred relational activity” (Ehrich et al., 2015, p. 2). Then they asserted that:  
Ethical leaders, in this professional context, are those who act fairly and justly. 
They are viewed as caring, honest and principled persons who make balanced 
decisions and who communicate the importance of ethics and ethical behaviour to 
their followers … they promote values such as inclusion, collaboration and social 
justice when working with staff and students alike. In this way, they promote the 
achievement of all students, especially those who are least advantaged and 
marginalised by the current system. (Ehrich et al., 2015, p. 198). 
It is therefore incumbent on this change leader to develop a framework for leadership ethics and 
organizational change for this OIP. Being ethical is quite compatible with the culturally response 
leadership approach of this OIP. 
Framework for ethical leadership. According to Burnes (2009a), “the first behavioral 
scientist to offer a theory-based, practical and ethical approach to change” (p. 364) was Kurt 
Lewin. Lewin strongly believed that human conditions can only be improved by resolving social 
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conflicts while the way to successfully resolve social conflicts is through facilitating learning. 
The kind of learning that help people understand and restructure their perception of the world 
around them. Hence Lewin proposed a change model that is based on human learning whereby 
change occurs when individuals in the organization, have learned more about themselves and on 
their own volition decide to change their behaviour (Burnes, 2009a). The three requirements for 
successful change therefore are: 
1. That those involved be free to make their own decisions without manipulation or 
coercion.  
2. That they be helped, by a neutral facilitator, to understand how their behavior is formed, 
motivated, and maintained. The key tools for this were Field Theory and Group 
Dynamics.  
3. By learning about their own behavior, they could change it by utilising Action Research 
and the Unfreeze-Change-Freeze model of change (Burnes 2009a, p. 368). 
Starratt’s (1991;1996) three forms of ethics, namely, ethic of care, ethic of justice and ethic of 
critique are also relevant for this OIP. These three forms of ethics are not necessarily discrete but 
instead are related to one another (Ehrich et al., 2015). They also are relevant to what Johnson 
(2006) called the contour of culturally responsive school leadership.  
Ethic of care. Ethic of care reminds the change leader of the need to respect the dignity 
and worth of all persons concerned and to make room to hear and value all voices (Ehrich et al., 
2015). In his own words, Starratt (1996) explains that ethic of care “requires fidelity to persons, a 
willingness to acknowledge their right to be who they are, an openness to encountering them in 
their authentic individuality, a loyalty to the relationship” (p. 163). Within the paradigm of ethic 
of care, human relationship is paramount. It calls for honouring diversity and inclusiveness of all 
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shades of voices in practice not just for celebrations of diversity that are more photo ops, than 
actual celebrations. Therefore, this OIP has adopted the culturally responsive leadership 
approach, which values diversity and makes deliberate effort to incorporate diversity in its 
processes and by so doing address the problem of practice of this OIP. 
Ethic of justice. Ethic of justice is about treating every person with fairness and equity. It 
is “an individual’s choice to act justly and the school community’s choice to act or govern justly” 
(Mathur & Corley, 2014, p. 137). Both types of justices ought to drive leadership. Any leader 
whose practices are driven by an ethic of justice will create an environment that espouses the 
practice of democratic principles and will nurture a strong community spirit (Starratt, 1991; 
1996). This calls on leaders to eliminate injustices and make social contracts more responsive to 
the needs of members of the organization. “… maintains that all organizational structures, 
relationships and arrangements can be scrutinised in an endeavour to achieve greater equity for 
all students and staff” (Ehrich et al p. 200). As a change leader, I will incorporate the ethic of 
justice in my change plan. The idea is to make sure that participants act democratically, fairly, 
and equitably to all. Whereas this OIP advocates for strengthening a positive perception of core 
French and core French teachers, it is not intended to impose any ideas or take away from the 
other professional colleagues. Ethics of justice entails that the change leader will understand, 
address and be an advocate for community-based issues (Johnson, 2006; Khalifa et al., 2016). 
The solutions I have proposed in this OIP will ensure the application of ethic of justice. 
Ethic of critique. The ethic of critique appears to have drawn heavily from the works of 
critical race theorists. Critical theorists question power structures in social relationships and 
institutions with a view to identifying inequity, injustice, and imbalance in power. Therefore, the 
ethic of critique requires leaders to critically reflect on current policies and practices to expose 
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any form of injustice or unfairness or exploitation that is systemically enshrined in social 
structures and relationships (Mathur & Corley, 2014). Leaders who are driven by this ethic will 
question the motives behind the desire to change. They will reflect on who is proposing the 
change, who is affected, what resources will be involved, who has power and who does not in the 
entire relationship. In this OIP, care will be taken to ensure that there is justice, equity, and 
fairness in the change process. 
Conclusion 
This chapter is about the planning and development of the OIP, and it explored the 
leadership frameworks and identified the Change Path Model as the framework for the OIP. It 
also includes a critical organizational analysis and a discussion of three possible solutions to the 
problem of practice. The three possible solutions identified are 1) making changes in pedagogical 
practices, 2) making core French relevant for students, and 3) shifting organizational culture. The 
place of critical race theory in deconstructing traditional perspectives of education was 
highlighted. The chapter also examined the ethical considerations for a change process and 
linked the ethic of care, ethic of justice and ethic of critic to the culturally responsive leadership 
approach. The next chapter will explain how this OIP will be implemented. I will highlight the 
roles of monitoring and communication in ensuring the success of implementation and end the 
chapter with some thoughts for next steps and sustainability of the OIP. 
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Chapter 3. Implementation, Evaluation, and Communication 
The focus of this chapter is the process for implementing change. The process ensures 
that monitoring and evaluation are embedded in the process while also making it sustainable with 
clearly set out steps for the future. As Fullan (1989) observed, “just because a change project is 
on the books does not mean that it should or could be implemented” (p. 6). This chapter 
therefore discusses leadership actions that will actualize the changes to improve student 
engagement in core French classes and encourage a conducive learning environment that 
facilitates a culturally responsive approach in Resilience Junior Middle School (RJMS). Chapter 
3 of the OIP is organized into the following four main sections: 
1. Change implementation plan. Here three solutions and priorities are discussed in 
depth with a focus on the activities that will be implemented to achieve them.  
2. Change process monitoring and evaluation.  
3. Plan to communicate the need for change and the change process 
4. Next steps and future considerations.  
Change Implementation Plan 
This section connects with the organizational analysis in the previous chapter to outline 
the strategies for the planned change in core French. In the organizational analysis in Chapter 2, 
the following possible solutions to address the problem were discussed; (a) enhancing 
pedagogical practice to include effective use of technology; (b) making core French more 
relevant in students’ lives including: infusing culturally responsive approach of instruction and 
leadership, and involving the family and community; (c) shifting organizational culture, 
including changing attitudes and beliefs. This change implementation plan explains how these 
solutions will be prioritized and the strategies for implementing them. It also explains how the 
LEADERSHIP AND STUDENT ENGAGEMENT IN FRENCH  64 
 
 
 
transition to change will be managed. An implementation plan table is provided in Appendix D 
to summarize the steps and components of the change implementation plan.  
Priorities, and strategies for implementation. In the following sections, the Change 
Path Model stages are used to explain the strategies for implementing the identified possible 
solutions to solve the problem of practice. The plan will be implemented over three academic 
years beginning from 2020/21 to 2022/23. The first two years will cover the awakening, 
mobilization, and acceleration stages of the Change Path Model, while the last year of 2022/23 
will be used for institutionalization. The implementation of different solutions and priorities may 
start and end at different times within the first two years. The author will be guided by Guskey’s 
Model of Teacher Change in sequencing the implementation process. According to Dudar, Scott, 
and Scott (2017), the model is based on an assumption that teachers’ beliefs and attitudes can 
only change when they learn and implement a new instructional approach, which enables them to 
achieve increased learning outcomes for their students. For this reason, the first solution to be 
implemented will be to enhance core French teachers’ pedagogical practice. This will help them 
to achieve quick win small increases in their students’ achievement in core French. 
Solution # 1: Enhancing pedagogical practice. This first solution focuses on enriching 
the instructional practice of the core French teachers through professional learning. The strategy 
that will be used for this purpose is a professional learning community (PLC). A PLC is a small 
team of teachers who come together to learn ways to improve their students’ learning. “The team 
members share and reflect on their practice and personal experiences, observe each other’s 
practices, and study and apply research and best practices together” (Sather & Barton, 2006, p. 
3). For this OIP, a small group of core French teachers will come together for reflective and 
collaborative inquiry learning to improve their practice. Reeve, Cheon and Jang (2019) argued 
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that interventions to increase student engagement should be teacher focused. In other words, they 
recommended that teachers, when necessary, should be taught how to engage their students in 
course material when such engagement is lacking.  Moreover, Mnknjian (2016) found that the 
teacher is the key motivator in the French as a second language classroom. The PLC model gives 
colleagues an opportunity to work together on a real problem while supporting each other (Owen 
2014). It provides authentic learning activities for teachers in their classroom setting. The core 
elements of a PLC, according to Owen (2014), include “shared vision and values, collegiality, 
joint practical activities and student learning data, teacher inquiry and leadership support and 
opportunities” (p. 54). These elements make the PLC an empowering teacher professional 
learning opportunity? because teachers are not talked down to but learn together as equals to 
solve a common problem of practice. 
The priorities for this solution include: (a) embedding students’ needs and lived 
experience in instruction; (b) making instruction flexible and adaptable; (c) enhancing educators’ 
cultural competence; (d) strengthening engagement in core French; (e) using modern 
instructional techniques; (f) using technology; (g) expanding and diversifying student 
assessment; and (h) sending information home for parents to know what is happening in French 
class for the month. These strategies will be executed through the phases of the Change Path 
Model (Cawsey et al., 2016). During the Awakening phase, which will take place in the Fall of 
2020, the change leader, that is the author, will obtain permission from the principal to present at 
the staff meeting aggregates of students’ attendance to core French lessons, aggregates of 
students’ homework completion record and students’ participation and activities in core French 
lessons. This will be used to show evidence of lack of student engagement in core French. This 
will include highlighting the positive relationship between student engagement and academic 
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achievement based on data from Hayam-Jonas (2016), Lei, Cui, and Zhou (2018), and 
Wonglorsaichon, Wongwanich, and Wiratchai (2014).  
In the Mobilization phase, beginning in the Fall of 2020, the change leader will facilitate 
and coordinate getting together with the other core French teachers to conduct an action research 
project to identify the problems associated with lack of student engagement in core French. This 
is a powerful way to mobilize the other core French teachers. Having identified the need for 
change together collaboratively, the team will develop a strategy for communicating the need for 
the PLC to the principal and request her support for release time, provision of resources and 
encouragement. Du Four (2004) has studied the development of PLCs and concluded that it 
evolves through four stages. The first stage is called pre-initiation, during this stage, teachers are 
trying out their own methods of teaching and experimenting to find what works (Dufour, 2004). 
It is called pre-initiation because that is the time when individual teachers feel the need to 
collaborate with other teachers to solve a problem of practice. The second stage is the initiation 
stage (Dufour, 2004), which fits in well into the Mobilization phase of the Change Path Model. 
At this stage, the group of core French teachers have noticed a problem of practice and decided 
to work together to solve the problem. The teachers identify their learning need, develop a 
learning objective, and start a process of inquiry learning to find answers to the common 
problem. They will also set the times and duration of the PLC sessions. During this stage, the 
teachers observe each other, provide feedback, reflect on their practice, teach, and re-teach a 
lesson. In the fourth and final stage the core French teachers resolve to implement and sustain 
their learning.  
In the Acceleration phase of the Change Path Model, which takes place in Winter 2021, 
the PLC is implemented. During the process, the teachers will use such resources as A guide to 
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reflective practice for core French teachers (Curriculum Services Canada, 2012) and 
Professional learning video clips for FSL educators (CMEC, 2018). They will explore effective 
use of resources with reference to the application of technology to core French instruction. They 
will also reflect on the application or adaptation of modern instructional approaches. In between, 
the change leader will continue to monitor students’ interaction with core French and core 
French teachers. The change leader will also seek feedback from colleagues, students, and 
administration. The feedback will be used to adjust the plan, when necessary. As mentioned 
earlier, the Institutionalization phase is when consolidation of all learning and changes take 
place. This phase, which will start at the beginning of 2021-22 school year will involve the 
change leader influencing the other core French teachers and will include rich connections of 
students’ backgrounds and experiences into core French by embedding elements from their 
backgrounds and cultures into the lesson. The change leader will influence the principal to create 
a French column in the school’s Newsletter. Teachers will diversify assessment and make 
instruction authentic as part of the classroom culture. This sets the stage for the second solution, 
which is to enhance the relevance of core French to the students’ lives. 
Solution # 2: Make core French more relevant to students’ lives. This goal is about 
increasing opportunities to make core French relevant to students’ everyday life. As noted by 
Chan (2016), if students are “not motivated to learn a language that they use in their everyday 
life, chances are that they will not have much motivation to learn a secondary language” (p. 24). 
This was corroborated in another article by Quan (2014). The strategy adopted for this solution is 
a process of diversifying French activities in school, family, and community to incorporate the 
diverse experiences and interests of the students into core French learning. The focus of this 
solution is to increase French language activities and engagement opportunities in school, to 
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work with parents and the community to create opportunities for practising French language in 
the community. This strategy will be implemented in the 2021-22 school year, the second year of 
the PLC.   
During the Awakening phase, the focus will be on increasing the visibility of French 
language in both the school and the community, reviving, and making French club more active in 
the school and organizing French cultural activities. One of the resources that will be created is a 
French Reading and Listening Corner. Ontario Ministry of Education’s (2004) document Me 
read? No Way! suggested that to build boys’ interest in literacy, teachers should create a boys’ 
corner in the classroom or the library. Chan (2016) reported in her master’s thesis how creating a 
reading and listening corner helped to motivate boys to engage in core French classrooms in 
Ontario. However, the Ontario Ministry of Education (2004) guide, which she used in her study 
made it clear that “although the strategies contained in this guide focus on engaging boys in 
reading and writing, they also represent practices that will enhance the learning environment for 
both boys and girls” (Ontario Ministry of Education, 2004, p. 6). Since the problem of Chan’s 
(2016) study was the lack of student engagement in core French among boys, which is similar to 
the lack of student engagement in core French among the students in RJMS, this OIP will take 
advantage of the lessons learned of this research. 
Mobilization phase will run through November and December of 2021 and focus on 
mobilizing the parents to support and attend French cultural shows in the school. The change 
leader will take advantage of the tools and resources provided by the Canadian Parents for 
French on their website. The Canadian Parents for French is a national network of volunteers 
dedicated to the promotion and creation of French-second-language learning opportunities for 
young Canadians. Students will create and post French language posters that depict their culture 
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with the guidance of the change leader and the other core French teachers. Core French teachers 
will be encouraged with the support of the principal to participate at school council meetings and 
build relationship with parents. During the mobilization phase, the change leader will obtain 
permission from the principal to speak to parents during school council meeting and curriculum 
night about volunteering for French excursions and how they can support their children to 
complete core French assignments at home. In this way, parents will become partners in their 
children’s French learning. 
In the Acceleration phase, the change leader will influence the school administration, 
parents, and community members to provide French Newspapers, comic books, and novels for 
students. These will be displayed in the French Reading and Listening Corners in French rooms. 
She will organize French week with a culminating activity such as the development of a French 
Café and facilitate the performance of French drama, such as Wendy Maxwell, and songs, such as 
Roland Bibeau, to be included in cultural and community activities. The change leader will 
convince the other core French teachers to take the students to visit authentic French centres such 
as French restaurants, Alliance Française, and to watch French movies. As part of increasing 
opportunities for engagement in French in the school, the change leader will coordinate with 
other core French teachers to teach and schedule students to make morning announcements and 
sing O Canada in French and award prizes for this activity in order to cultivate students’ interest. 
The change leader, while cooperating with the other core French teachers will provide 
links to parents for them to watch and listen to French TV and Radio sports and comic 
broadcasts with closed captioning in English with their children. All along, the change leader 
will be monitoring to determine progress and will use the Plan-Do-Study-Act (PDSA) cycle 
(Moen & Norman, 2009) as a feedback loop to review, reflect and adjust program. The change 
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leader will also monitor, with the permission of principals and parents, student engagement and 
academic achievement in core French throughout the term to see what impact it is making. By 
the school year, 2022-23, the Institutionalization phase will start and will focus on consolidating 
the gains and motivating all stakeholders to continue in the path already started. The positive 
impacts seen in student engagement and achievement will be shared in the future to incentivize 
the core French teachers, students, parents, and administration to remain on the new path. The 
change leader will convince the school administration and teachers to celebrate the successes in 
the form of presentations and awards to motivate the parents and community members.  
Solution # 3: Shifting the organizational culture of the school. The aim of this solution 
is to influence a positive cultural shift that can support and sustain a culture of improved 
engagement in core French at the school. The organizational culture of a school encompasses the 
school climate, beliefs, and assumptions about the students, disciplinary and administrative 
styles, and attitude towards core French (Hoy & Woolfolk, 1990). Nandamuri (2012) observed 
that effectiveness of any given school organizational culture and strategy is dependent upon the 
internal and the external environment while Khan (2003) suggested that the principal was a 
difference-making factor. The strategy adopted for this change is education and provision of 
positive information, book study and focus group. The Awakening and Mobilization phases of 
the Change Path Model will take place during the Fall of 2022. The Awakening phase will 
highlight the aspects of the school culture that have not been supportive of minority and 
racialized students. The change leader will lead the participants through a process of critical self-
awareness to expose their beliefs about the students. This will happen during sessions of PLC. 
The change leader, with principal’s permission, will invite the parents to share cultural 
knowledge in the classrooms. This will help the teachers to unfreeze their assumptions about the 
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students through learning (Woodall, 1996). To manage the learning anxiety (Wirth, 2004) or 
stagnation (Duck, 2001) that may trigger defensiveness and resistance, the change leader will 
hold a debrief with the teachers after each session. 
In the Mobilization phase, the change leader will invite the school administration, 
teachers, and parents to become part of an inclusive team of champions and support. A guiding 
coalition (Kotter, 2014) of the principal and core French teachers will be formed. Effective 
communication will be conducted to ensure that the change vision, although focused on core 
French, will also feed into the broader vision of the school. Core French teachers will be 
motivated by the increasing interest students are showing in core French classes and by the 
greater involvement of parents in students’ learning. 
At the Acceleration stage, the change leader will highlight the vision of Ontario Ministry 
of Education (2013c) that all students can succeed. There is need to begin to see core French as a 
specialist subject and not as preparation time subject. Part of it will be to model new school 
culture about core French. Other activities will include reviewing how core French teachers give 
homework and the actions they take when students have not done their homework or have not 
complied with procedures in core French classes. The change leader will facilitate conversations 
about the common standards and their relevance to the racialized students’ experiences and 
culture. The change leader will lead the core French teachers to critically interrogate the idea of 
fairness, equity and justice and consider whose voice is included in the existing policies and 
practices. The change leader will ask the students to create positive statements about themselves 
in French language. By being actively involved in creating the statements, students will find 
inspiration for learning core French. The change leader will write articles in the Newsletters to 
encourage both students and educators to think positively about core French. The Internalization 
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stage will focus on teachers more determined to continue in the path of the new culture (Duck, 
2001) in 2022-23 school year. The change leader will use focus group conversation and record 
gathered during implementation to evaluate the success of the implementation. The change 
leader will build into the plan the possibility of repeating the process if only a partial success is 
achieved. The change leader will influence the establishment of a culture of continuous learning 
in the school to consolidate and sustain lessons learned from this OIP.  
Transition management. One of the vice principals will be requested to be the transition 
manager and chair of the change implementation team. This will demonstrate principal support 
and increase buy-in and support from staff and parents. Hunsucker and Loos (1989) argue that a 
transition team consisting of managers is essential to diagnose problems and implement the 
change process. Cawsey et al. (2016) state that transition management “is making certain that 
both the change process and the continuing operations are successful” (p. 328). The vice 
principal will ensure that the timetables create space for the activities while making sure that 
other lessons are covered as they should be. Where a change plan requires that teachers come 
together in a PLC, the vice principal will ensure that coverage is provided for those periods in the 
affected classes. The PDSA model will be used to ensure that education and development are 
integrated into the planning and implementation. The change leader will continue to build 
momentum among all stakeholders through effective communication. This is important 
according to Adelman and Taylor (2007) who observed that “stakeholders must experience 
initiative in ways that make them feel they are valued members who are contributing to a 
collective identity, destiny, and vision” (p. 64). The channel of communication includes, sending 
information home, announcements, information sessions and presentation at both staff and 
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school council meetings. The principal and vice principals will be briefed every week by the 
change leader. 
Potential implementation issues and challenges. Resistance to change is common in 
change management. Resistance can occur when staff members feel threatened by change due to 
a feeling of not being empowered or prepared with new skills that change may require (Elving, 
2005; Odenyo & Kerongo, 2014). Educators may also feel that the changed state will create 
more work for them. Bridges and Bridges (2009) have argued that resistance is linked to 
perceptions, thoughts and feelings of the persons affected by the change and resistance can be the 
reason for the failure of any change initiative (Dent & Goldenberg, 1999). Resistance will most 
likely happen if there is poor communication of the need for change (Schulz-Knappe, Koch, & 
Beckert, 2019). Malek and Yazdanifard (2012) observed that implementing a change in any 
organization can produce high levels of anxiety, which lead to resistance  but concluded that 
“resistance to change can be reduced by discussing and negotiating the more sensitive aspects of 
change” (p. 54). Odenyo and Kerongo (2014) have demonstrated the effectiveness 
communication to achieving buy-in. Armenakis and Harris (2009) observed that when 
organization members participate in communicating the gaps it enhances their understanding of 
the need for change. They concluded that “in short, we believe that the merits of active 
participation in the change process are very high and without participation, genuine buy-in to 
sustainable change is unlikely” (p. 130). Therefore, active involvement of stakeholders, effective 
communication and capacity building will focus on the benefits of change while also addressing 
issues of self-efficacy and volume of work. The change leader has developed a communication 
plan for this OIP to mitigate against resistance. The communication plan aligns the change plan 
with the vision of the organization and the aspirations of the students, parents, and educators. 
LEADERSHIP AND STUDENT ENGAGEMENT IN FRENCH  74 
 
 
 
The change leader will directly involve all stakeholders, including students, in identifying goals 
and solutions as a process to address the problem of resistance. This is because how change is 
managed affects how people experience and perceive change (Burnes, 2009b). 
Another important challenge to implementation could be time and resources. To address 
the problem of time, the change leader will influence the transition manager who is a vice 
principal to ensure that coverage for release time is adequately built into the timetable and school 
programming. The change leader will work with the principal to identify possible sources of 
money to be allocated for implementation. By cooperating with the School Council, they can 
allocate some money for the community activities during implementation. The principal will 
allocate release time for core French teachers to participate in the PLC. The change leader must 
monitor the budget for the improvement plan to ensure that resourcefulness and improvisation 
are used whenever possible. 
It is not easy to change people’s cultural values, beliefs, and assumptions. This will 
require a lot of hard work by the change leader. That is why the plan includes professional 
learning, information, education, and more importantly, the author believes that improved 
outcomes for students will provide both reason and motivation for stakeholders to engage with 
the change. To effectively address a cultural shift, one must not only pay attention to the 
observable events but also to the underlying forces informing the current culture at three levels: 
(a) artifacts, where one has to deal with the observable structures and processes; (b) espoused 
beliefs and values, where one attacks the ideals, values, goals, aspirations and rationalizations 
that support the current culture; and (c) basic underlying and unconscious assumptions (Schein, 
2010). Additionally, the change leader has built into this plan the opportunity to sit down with all 
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stakeholders at the end of Year 3, to evaluate the outcomes and to start the change path model 
process again if only a partial success is achieved.  
Limitations. A major limitation of this OIP is the fact that the change is not being led by 
a person who holds a formal administrative position. Hence the change leader always must 
depend on the formal structure for support and authorization. Therefore, the change leader has 
obtained the consent of the school administration and named one of the vice principals to be the 
transition manager. The change leader will also leverage a good relationship with the principal 
and her colleagues and work to influence them to adopt the change. Majority of students in 
RJMS are from minority ethnic groups while most of the teachers are not. The fact that the 
demography of the educators and staff in the school do not adequately reflect the demographic 
diversity of the students can constitute a limitation in bringing about increased student 
engagement in core French. Miller (2018) writing in the New York Times, Clontz (2018) and 
Romero (2017) have highlighted the importance of students having teachers that look like them. 
While the change leader cannot influence the hiring process, she will influence the core French 
teachers to reflect on their relationships with the students and to create a welcoming classroom 
for all students. 
Another limitation is that change takes a long time to happen, especially changing 
people’s culture (Arnott, 1994). One implication of this is that some of the students and teachers 
that the process started with may leave the school while the change process is still ongoing. 
However, having the principal’s support and organizing the change process into phases will 
enable working with different groups of stakeholders on different phases at the same time where 
the need arises. It is important to bear in mind that much of the impact of the OIP may not be 
seen until after many years down the road. It is also important to note that there may be some 
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mitigating factors that may slow the realization of the objectives. I have indicated the readiness 
to cycle back and start again if the need arises.  
Another limitation is the funding needed for release time since budgets are razor thin as it 
is and there are not enough supply teachers in our boards. Van Bodegraven (2015) noted limited 
funding and resource support as factors that affected the implementation of curriculum change in 
elementary schools. The impact of this limitation will be reduced with the support of the 
principal and the school council as well being creative in managing resources. Additionally, the 
transferability of the outcomes of this change implementation plan may be limited by the fact 
that it is only a single case conducted in one school for only one subject, core French. This 
transferability factor was noted by Van Bodegraven (2015). However, since this change plan is 
focused only on improving student engagement in RJMS, this limitation will not affect the 
process of implementation itself or its outcome in this school.  
Change Process Monitoring and Evaluation 
According to Markiewicz and Patrick (2016) “monitoring and evaluation functions are 
integral to effective operation of programs and initiatives and increase the overall value derived 
from them” (p. 1). The purpose of monitoring is to track how the implementation is progressing, 
to determine whether implementation activities are moving as planned and if not, why, and what 
needs to be done. For effective tracking of implementation, the change leader must identify 
ahead of the monitoring what the critical success factors would be. These are indicators of what 
need to be in place or how things should be going to show that the change process is going well. 
Monitoring in this OIP is done continuously throughout the change process implementation 
while evaluation is conducted periodically at the completion of major chunks of the change 
process or at the end of the implementation. It involves gathering information on all aspects of 
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the change implementation through regular observation and record keeping. Monitoring enables 
the change leader to review progress, identify actual or potential successes or failures as early as 
possible and make timely adjustments to ensure that the objective will be achieved. It is a 
process of quality control while implementation is ongoing (King, Morris, Fitz-Gibbon, 1987; 
Neumann, Robson, & Sloan, 2018). Neumann’s (2014) study provided three major categories of 
critical success factors for any change process implementation. These are factors related to 
organization’s management and the change leadership, factors related to the organization and 
factors related to the change process implementation. These factors will be discussed as major 
indicators of success in this OIP. 
Indicators of effective school leadership and change leadership. It is important that 
school leadership, in this case, defined as the school administration and the core French teachers 
support the change effort (Recardo & Heather, 2013). If they are lukewarm or outrightly against 
the change effort, there is no way that it can be successful. Therefore, it is important to gauge the 
support of the school administration (e.g., principal and vice principals) and the core French 
teachers before proceeding with implementation. The extent of support from the school 
leadership might sometimes depend on the skill of the change leader to influence others to join or 
support the change effort. The change leader, especially if she is not the school principal, needs 
to have the charisma and the people skills to convince the principal and her colleagues that the 
change is worth doing. This requires the change leader to have the ability to establish a sense of 
urgency for the need for change (Kotter, 1996). The change leader’s qualification and skill are 
crucial because studies such as Hrebiniak (2006) have shown that the change leader is critical for 
the success of a change plan. Cawsey et al. (2016) has a list of six essential characteristics of the 
change leader that will make for success. These characteristics include: 1) commitment to 
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improvement; 2) communication and interpersonal skills; 3) determination; 4) having eyes on the 
prize and flexibility; 5) experience and network; and 6) intelligence. 
Indicators of School readiness for and reception of change. For change to happen, it is 
important that the organization is ready for change (Cawsey et al., 2016). So, readiness for 
change is one of the critical success factors for an organization. This requires the change leader 
to observe and monitor the mood in the organization. Do people seem eager and enthusiastic 
about the change plan? Are they anticipatory or unconcerned, afraid, or suspicious? For an 
effective change management, the leader would expect to see some degree of curiosity, interest, 
and enthusiasm about the change.  Armenakis and Harris, 2009 stressed the importance of 
creating readiness for change, while Lee and Teo, 2005 identify trust and satisfaction as ways to 
overcome uncertainty and fear, thereby removing resistance. The mental state of the staff and 
students are not the only requirement for the school readiness for change. The important of 
resources cannot be overemphasized. However, at a time of scarce resources, the change leader 
must be creative with her plan for resource allocation and management to gain the confidence of 
the principal. For example, she might plan for volunteers instead of hiring new staff. She may 
think about reuse and redirection of existing resources instead making budget for new resources 
to be bought. As the implementation proceeds, the change leader must watch out for shifts in the 
school culture. What are staff and students talking about? How are attitudes, beliefs and 
behaviours shifting? The change leader must therefore monitor all of these to determine how 
ready the school organization is for change (Neumann, 2014). At the same time, the change 
agent has a responsibility to demonstrate clear rationale and the benefit for the change. (Shehu & 
Akintoye, 2011; Williams, Klakegg, Walker, Andersen, & Magnussen, 2012). 
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Indicators of success of the change process implementation. With respect to the 
change process implementation, two main factors are important. The first is about the fidelity of 
implementation to the change plan, which is about compliance with the plan’s process. This 
requires tracking the implementation activities to determine whether they are moving as planned 
and if not, why, and what needs to be done. The second element of success of the 
implementation is the measure of impact that it is making. Are the expected outcomes moving in 
the right direction? For instance, is there an incremental change in the rate of assignment 
completion in core French? Is there an increase in student-teacher interaction in core French? 
Are students showing increasing interest in voluntary attendance to core French classes? Is there 
a progressive reduction in disruptive behaviours in core French classes? These are signs of the 
impact of the change implementation. According to Neumann (2014), the success of the 
implantation depends on change management, stakeholder management, communication, and 
monitoring. Hrebiniak (2006) and Shehu and Akintoye (2011) show that change management is 
critical to the success of the change implementation. Kotter (1996) and Hrebiniak (2006) stress 
the necessity to form a coalition of influence. This has to do with stakeholder management. First, 
the change leader needs to identify the critical stakeholders. In RJMS, these would be the core 
French teachers, school administration and parents. A good coalition with these stakeholders and 
effective communication and monitoring are critical to the success of the implantation. There is 
adequate plan in this OIP for both monitoring and communication of the change process. 
Monitoring supports formative evaluation in that monitoring enables the change leader to 
review progress, identify actual or potential successes or failures as early as possible and make 
timely adjustments to ensure that the objective will be achieved. It is a process of quality control 
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while implementation is ongoing (King et al., 1987; Neumann, Robson, & Sloan, 2018). In this 
OIP, monitoring is defined according to Markiewicz and Patrick (2016) as, 
the planned, continuous, and systematic collection and analysis of program 
information able to provide management and key stakeholders with an indication 
of the extent of progress in implementation, and in relation to program 
performance against stated objectives and expectations. (p. 12) 
Change process monitoring during the program will be conducted by the change leader, 
principals, teachers, and staff members by recording the activities and participation of the 
students. As a result of the monitoring, the stakeholders can provide appropriate suggestions and 
recommendations on how the next steps, activities, and planned changes can be improved. The 
PDSA cycle will be used as the tool for monitoring and to test the implementation (Moen & 
Norman, 2009). Regular feedback will be actively sought from core French teachers, parents, 
and students to gather information that can be cycled back at various phases of the change 
process (Gaubatz & Ensminger, 2017). This will be done through systematic observation of 
students, teachers, and parents; note taking and regular meeting with key stakeholders (King et 
al., 1987). The change leader will carefully observe how core French teachers and students are 
responding to the change and take appropriate actions to support them or adjust the change 
implementation when necessary. It is important that success criteria or indicators of change are 
identified early by the change management team. Indicators of success for this OIP will be any 
evidence that change is taking place such as: (a) students’ writing in their notebooks and work 
sheets; (b) increase in the number of students completing their homework; (c) increased 
attendance and participation in classes; (d) willingness to answer questions in class; (e) 
feedback provided by parents, students’ and teachers; and (f) changes noticed in the attitude 
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of teachers, students and parents towards core French. The OIP monitoring and evaluation 
will use the framework in Appendix E as a blueprint for monitoring and evaluating the change 
implementation. 
Evaluation. Evaluation is defined as “systematic assessment of an object’s merit, worth, 
probity, feasibility, safety, significance, and/or equity” (Stufflebeam & Shinkfield, 2007, p. 13). 
Evaluation always involves judgement and decision making. Evaluation can be formative or 
summative. Formative evaluation uses information gathered from monitoring to adjust, revise, or 
improve the change implementation. In this way it serves a quality assurance function 
(Stufflebeam & Shinkfield, 2007). Formative evaluation helps to make sure that anything that 
will derail the implementation and therefore deter success is detected in time and taken care of. 
In this way formative evaluation increases the chance of attaining the desired objective. On the 
other hand, summative evaluation is done at the end of the process to determine if the change 
process was worth it. It is conducted to determine “the merit, worth and value” (Scriven, 1991, p. 
1) of the initiative or process being evaluated. In this way it serves accountability purposes. More 
details about formative evaluation for this OIP is discussed in the section of next steps and future 
consideration. 
Plan to Communicate the Need for Change and the Change Process 
Effective communication is an important part of a change process. In fact, according to 
Malek and Yazdanifard (2012), “the key to successful implementation of the change lies in 
effective communication” (p. 52). Communication is a process to share what the change is all 
about and what is to be expected to minimize surprises. In this way it makes for openness and 
transparency, sets the change leader up for accountability, increases the chances of getting buy-in 
from members of the school community and external stakeholders, creates trust and elicits 
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support, and “sustain enthusiasm and commitment” (Cawsey et al. 2016, p. 320). As Postmes, 
Tanis, and de Wit (2000) explained, “people’s sense of belonging to the organisation does not 
primarily depend on the quality of their informal and social-emotional interactions with peers 
and proximate colleagues, but it is related more strongly to their appreciation of the 
management’s communication” (p. 240). To be effective, communication of the need for change 
and the change process needs to be part of the change process plan from the beginning to the 
end. Daft, and Lengel (1986) opined, after an extensive review of literature, that the reason why 
organizations provide information is to reduce uncertainty and equivocation. Later, Schulz-
Knappe et al. (2019) found that when there is transparent communication and members of the 
organization are included in the change process plan, positive attitudes to, and support for the 
change are created. 
Malek and Yazdanifard (2012) argued that communication in change management serves 
the functions of: (a) information sharing; (b) bringing employees to participate in the planning 
and organizing process; (c) “to convey the vision, set the goals, and highlight the important 
drivers for changing existing organizational attitudes, beliefs, and practices” (p. 54) in order to 
motivate staff; (d) to effect compliance; and (e) to provide feedback. Additionally, Cawsey et al 
(2016) argue that,  
the purpose of the communication plan for change centres on four major goals: 
(1) to infuse the need for change throughout the organization, (2) to enable 
individuals to understand the impact that the change will have on them, (3) to 
communicate any structural and job changes that will influence how things are 
done, and (4) to keep people informed about progress along the way. As the 
change unfolds, the focus of the communication plan shifts. (p. 320) 
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The first purpose highlights the use of communication to create awareness of the need for 
change. It is important for the change leader to highlight the gaps between where the 
organization needs to be and where it is and provide a compelling argument for the urgency and 
rationale for change. The second purpose is about informing employees about the intended 
outcome of change and how it will affect them. In a school setting, it is important for both staff, 
students, and their parents to be aware of the change and how it might affect them. This is an 
important purpose that is served by a well-articulated communication plan to prepare the minds 
of all stakeholders and create the conditions for trust and support. The third purpose is also 
important, especially where the change might result in reassignment of staff, creation of new or 
realignment of positions or even loss of positions. However, this OIP does not intend to 
introduce any structural change in the school. In addition to the previous two purposes, the 
communication plan for this OIP will emphasize the need to continuously inform the 
stakeholders about the progress being made and where applicable, any adjustments to be in the 
plan. The next section discusses principles that will inform the framework for the change process 
communication plan. 
Change process communication plan approaches and strategy.  A change leader may 
choose from a few different change process communication plan approaches. For example, Russ 
(2008) provided a critical analysis of programmatic and participatory approaches to 
communicating change. According to Russ (2008), a programmatic approach is a top-down 
approach to disseminating information about change, which focuses on “telling’ and ‘selling” to 
employees. It is an approach that does not actively invite the participation of employees in the 
development of knowledge. The approach emphasises delivering carefully and tightly packaged 
messages from top to down in the belief that it will minimize implementation problems. This 
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idea is like manipulating or compelling the stakeholders to believe that the intended change is 
good for them even without much of their input or participation. On the other hand, the 
participatory approach invites inputs, involves, and empowers a broad spectrum of stakeholders 
to contribute their insight to shape the change. 
In their own study, Dee and Leisyte (2017) focused on understanding the boundary 
conditions that foster or impede the flow of knowledge during organizational change and 
identified two kinds of approaches for information sharing during organizational change. 
According to them, these two approaches are those that “view organizational change as a 
learning process that involves creating and moving knowledge across organizational boundaries” 
versus those that merely engage in “knowledge transfer practices” (Dee & Leisyte, p. 355). 
Additionally, Dee and Leisyte (2017) found out that the approaches which focus on knowledge 
transformation “enabled managers and academics to learn and collaborate across group 
boundaries” while the mere transfer of information “failed to establish productive interactions 
across boundaries” (p. 355). Similarly, “change agents need to recognize communication as a 
two-way strategy. That is, the gathering of information from people down the organizational 
ladder is as important as delivering the message” (Cawsey et al., 2016, p. 323). As a result, 
therefore, the programmatic approach in communicating change will not be used for this OIP 
because it goes against the principles of culturally responsive school leadership. Instead, I will 
use the participatory approach to create and move knowledge across levels and perspectives. The 
participatory approach will be inclusive of all groups and demographics such as administration, 
staff, students, and parents in the development and sharing of knowledge and involve gathering 
information from stakeholders as much as sharing change process information with them. The 
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participatory approach will seek ideas and suggestions directly from the stakeholders and take 
their concerns into consideration in shaping the change process (Russ, 2008). 
Change process communication can also be described by the phase as well as the strategy 
of the communication plan. In Cawsey et al.’s (2016) Change Path Model, there are four phases 
of a communication plan. These phases are “(a) prechange approval, (b) creating the need for 
change, (c) midstream change and milestone communication, and (d) confirming/celebrating the 
change success” (p. 320). The method and message of communication at each phase will be 
aligned to that phase as they may be different from one phase to another. The change process 
communication plan of this OIP are organized in these four phases. Details of these phases as 
they apply to this OIP are summarized in Table 1. 
Table 1  
Change Process Communication Plan Timeline 
Phase Timeline Target 
Audience 
Key Message 
and purpose 
Method or 
strategy 
Preapproval Fall 2020 Principal and 
Vice Principals 
Change leader 
demonstrates 
commitment to 
and capability 
for initiating a 
change. 
Face to face 
meeting 
Presentation  
E-mails 
Creating the need for 
change 
Fall 2020 Students, 
Core French 
teachers, 
Parents, 
School 
administrators 
Change leader 
creates urgency 
for change and 
reassures, 
collaborates, 
and build trust 
and support. 
Transparency. 
Presentation at 
staff meeting 
Face to face 
conversation 
Letters to 
parents 
 
Reconnecting to keep 
interest alive  
Winter 2021-
Spring 2021 
Core French 
teachers 
Chane leader 
addresses 
Same as above 
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Phase Timeline Target 
Audience 
Key Message 
and purpose 
Method or 
strategy 
Parents, 
Students 
School 
administrators 
questions and 
concerns 
Reconnects, 
supports, and 
touches bases 
Midstream change and 
milestone 
communication 
Fall 2021-
Winter 2022 
Core French 
teachers 
Parents 
School 
administrators 
Students 
Track progress 
Report on 
progress 
Adjust plan 
Reassure 
Keep together 
Reports, 
E-mails 
School council 
meeting 
Posters 
School 
newsletter 
Maintaining the 
momentum 
Spring 2022-
Winter 2023 
Core French 
teachers 
Parents 
School 
administrators 
Students 
Touch bases 
Sustain 
enthusiasm and 
momentum 
Keep spirit high 
with 
anticipation 
Same as above 
Individual 
check ins 
Phone calls 
Confirming/celebrating 
the change success 
Spring 2023 Core French 
teachers 
Parents 
School 
administrators 
Students 
Articulate 
successes 
Acknowledge 
failure 
Celebrate 
successes 
Discuss 
unanticipated 
and unintended 
consequences 
Discuss lessons 
learned 
Communicate 
next steps 
Reports 
Memos 
Posters 
Celebration 
School 
Newsletter 
School council 
meetings 
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Prechange phase. This phase will begin during the first staff meeting and continue 
throughout Fall 2020 term. The first staff meeting provides an excellent opportunity to present 
the need for change to the principal and vice principals. The communication strategies to be used 
at this phase will include face-to-face meetings with the principal, presentation at staff meetings, 
and a proposal memo to the principal. As Dutton, Ashford, O'Neill, and Lawrence (2001) found 
out in their study of moves that matter in communicating change, packaging, involvement, and 
timing are especially important in presenting the idea to the school administration. This means 
that how the information is presented, when it is presented and who are involved are all 
important in communicating the need for change. Bearing that in mind, the author will leverage 
opportunities provided at the staff meeting when students’ performances are reviewed to 
highlight the need for change. The change leader will use data that is familiar to administration 
as evidence to inform the presentation to get their attention. 
The message will focus on building trust in the administration and confidence in the 
change leader’s intention, the need for and the school’s capacity to make the change as well as 
demonstrating the connection between the proposed change and the overall goal of the school 
organization, which is students’ success in core French.  The message and strategy of the 
communication plan at this phase is grounded in the findings that “that personnel’s beliefs about 
discrepancy, appropriateness, efficacy, principal support, and valence [are] positively associated 
with receptivity to change” (Torppa & Smith, 2011, p. 69). More specifically, Torppa and Smith 
(2011) found that people in an organization will be more positively disposed to change if they 
believe that the change is needed (i.e., discrepancy), the change process is well designed (e.g., 
appropriate), the organization has the capacity to implement it (i.e., efficacy), it has the support 
of top management (i.e., principal support) and that the change will be beneficial to them (i.e., 
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effectiveness). However, the focus of the message at preapproval communication phase will be 
on convincing the school administration that the change is needed (e.g., discrepancy), is designed 
appropriately (e.g., appropriate), and the school can implement it (e.g., efficacy). 
Developing the need for the change phase (Fall 2020 - Winter 2021). After receiving 
approval from the principal, the change leader will now focus her communication on the other 
core French teachers, students, and their parents. The purpose is to create the need for change, 
explain what is at stake and provide the rationale for the change in “a clear, compelling” manner 
(Cawsey et al. 2016, p. 321). Messaging at this phase will begin with sharing data and research 
with fellow core French teachers in a round table to demonstrate the low level of student 
engagement and its impact on their achievement and overall enjoyment of school. The author 
will guide her colleagues through research to envision how improving student engagement will 
enhance their academic performance and together they will develop the change vision and belief 
statements that will be communicated to the administration, students and their parents. As 
Spector (1989) noted “information sharing of this kind is a symbolic way of equalizing power, 
overcoming conflict and building trust” (p. 30). 
The communication channel will vary depending on the audience. For instance, while 
face-to-face presentation of standard reports will be shared with the staff, students will take 
home letters to their parents. Parents concerns and questions will be addressed on-one-on one 
during curriculum night that happens in the Fall and during parent interviews at progress and 
first term report card. Information will also be shared more precisely at school council meetings. 
In addition to creating the need for change, this phase in the communication plan provides an 
opportunity to address fears, misconceptions, and suspicions about the possible impact of the 
change on staff and students. Although this phase in the communication plan is slated for Fall 
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2020 to Winter 2021, updates will continue to be provided to the stakeholders throughout the 
school year in order to maintain interest and momentum in the change at all phases of planning 
and implementation. 
Midstream change phase (Fall 2021 - Winter 2022). This phase of the communication 
plan focuses on sharing the progress made so far in the change process, explaining any 
adjustments or changes made in the plan and sustaining interest and momentum in the change 
process. Effort is made to make the information as specific as possible without any ambiguity. 
The content of the change, the specific strategies being implemented, and how stakeholders are 
reacting to the change is the focus of communication in this phase. Communication at this phase 
is particularly important in moving stakeholders through the change implementation process and 
can determine the success of the change management (Beatty, 2015; Eisenhauer, n. d.; Elving, 
2005). Important contents of this phase of communication include updates to administration that 
address any arising issues, roles and responsibilities people are playing in the plan and guidelines 
being put in place (Beatty, 2015). The change leader continues to interact with parents, teachers, 
and students to gather quick information from them about the change implementation. As 
Cawsey et al. (2016) wrote, the change leader must remain excited about the change in a very 
visible way so that other colleagues, students, and parents will be motivated to keep their 
momentum. Channels to be used for communication will include, reports, school newsletter, 
letters to parents, bulletin boards and uploads to the school website. To address individual 
parents’ or teachers’ questions or concerns, face-to-face communication, emails and or telephone 
conversations will be employed. When the information is routine, memos and blanket e-mails 
will be sent out. When requiring more complex, ambiguous, and personally relevant 
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circumstances, the change leader will diversify and increase the richness of the communication 
channel. 
Confirming the change and celebrating success phase (Spring 2023). This final phase 
in the communication plan marks the time when the change leader, transition managers and 
stakeholders reflect on the change process implementation. One of the highlights of this phase of 
communication is taking stock. Taking stock affords an opportunity to discuss the experience of 
change as a whole and to identify any unfinished tasks (Cawsey, et al., 2016). At the end of the 
change implementation process, it is important to make sure that core French teachers understand 
that it is not a time to return to old unproductive practices. Communication, therefore, should be 
clear in confirming the change as well as construct structures and processes that hold up the new 
ways (Hasanaj & Manxhari, 2017). In this respect, communication at this phase also highlights 
what has changed and provide a comparison of before and after. 
The end of implementation is a time to celebrate the successes of the change. Although 
the main celebration will happen towards the end of the school year, this phase of 
communication will start right at the beginning of the Spring term. Students could present drama, 
recitations, and songs in French language. Summary reports of the OIP implementation will be 
submitted and a PowerPoint presentation will be made to teachers and parents at the last school 
council meeting. Although this is the end of this change plan, the final phase of communication 
should anticipate next steps and future change opportunities. There will be a note of thanks 
communicated to all stakeholders, including school administration, core French colleagues and 
other teachers, parents, students, and other community members. The channel of communication 
will change and vary according to the audience and the communication challenge at hand. For 
example, whereas students could receive awards and ribbons for their performances, school 
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community members could receive thank you notes while parents could receive elaborate letters 
explaining what have changed and thanking them for their trust and patience during the transition 
period. This is the final phase to collect, analyze and report data about the change 
implementation, to share lessons learned and discuss mishaps and unintended consequences. 
Next Steps and Future Considerations 
This discussion of next steps and future considerations concludes the organizational 
improvement plan. At the end of implementation, there will be a report to signal end of 
process and anticipate next steps and future considerations. As part of next steps, there will 
be a conversation about lessons learned. The conversation will be open and honest about 
what successes were attained, what went wrong and what might have been done differently. 
To facilitate this conversation, an after-action review (Cawsey, et al., 2016) will be 
conducted to identify successes and diagnose failures. Precisely,  
an after-action review involves reviewing the change experience as a whole 
and learning from what transpired along the way. There needs to be a candid 
assessment from multiple perspectives of the change process and the 
strengths and weaknesses of the various approaches used along the way. 
(Cawsey, et al., 2016, p. 329) 
Although an after-action review is very appropriate, it cannot replace the role of formal 
evaluation at the end of the implementation of a change process. As observed by Cawsey et 
al. (2016), change leaders may ignore evaluation as they focus on implementation, but 
evaluation can serve as a control system and “can clarify expected outcomes and enhance 
accountability” (p. 340). Evaluation is “the planned, periodic and systematic determination 
of the quality and value of a program, with summative judgment as to the achievement of a 
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program’s goals and objectives” (Markiewicz & Patrick, 2016, p. 12). It is concerned with 
identifying deeper and nuanced understanding of change and it involves making judgment 
and formulating conclusions (Szijarto, Milley, Svensson, & Cousins, 2018). Evaluation 
could be formative or summative. Formative evaluation is done during the implementation 
and is used as learning tool to improve the process while summative evaluation is done at 
the end of the implementation or any major component of the implementation. Summative 
evaluation can serve accountability purposes, which is to determine if the plan ach ieved the 
intended results and whether it is a worthwhile effort.  
In big organizations, this kind of evaluation can be contracted to external vendors 
however for the purpose of this OIP, the school administration can engage a process of 
formal evaluation by constituting a school team that includes the change leader but led by 
one of the vice principals. The intended evaluation of the OIP will be comprehensive and 
encompass examining students’ report card marks, attendance records, homework 
completion records, conversation with core French teachers, parents, and students in a focus 
group. This evaluation will assist the school leadership to determine the impact of the 
change process implementation and to provide evidence base for the outcome of change 
implementation as well as identify what made it work (Metcalfe, Aitken, & Gaff, 2008). It 
will also return feedback and help to determine recommendations on how any other wave of 
the change process could be better developed and implemented.  
Another next step would be to share what works. If the OIP is successful, the result 
would increase student engagement in core French language lessons. An appropriate future 
next step will include sharing the change process and lessons learned broadly in the 
province. This is because, both the Ontario Public School Boards’ Association (OPSBA, 2007) 
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and Lapkin, MacFarlane, and Vandergrift (2006) showed that the phenomenon of lack of 
engagement with core French is one of the problems of teaching and learning core French in 
Ontario elementary schools. Therefore, successes from this OIP can be of use to other core 
French teachers in Ontario. Critical elements can be shared through Twitter, Facebook and or 
teacher professional magazines like ETFO’s The Voice and Ontario College of Teachers’ 
Professionally Speaking. They can also be shared with partners in learning networks of teachers 
across schools and school boards. 
A final next step for consideration is to develop plans to make the change sustainable. 
How does one ensure that an organizational change is sustained after the change process 
implementation? It has been observed that organizational improvement efforts involve a 
significant commitment of effort and time, unfortunately, only less than 33% of improvement 
efforts are sustained one year after (Maher, Gustafson, & Evans, 2015). This is not desirable and 
requires the change leader and school leadership to make ideas for sustaining the organizational 
improvement process part of the plan. One of the ways to do this could be through clear 
communication of structure and processes that hold up the new approaches developed and 
sustain new patterns of relationships (Hasanaj & Manxhari, 2017). These will include 
encouraging continuous learning, keeping the enthusiasm of the change alive (Silver, et al., 
2016), making lessons learned part of orientation for new staff and embedding continuous 
improvement in teachers’ professional learning through PLCs. 
Conclusion 
The final chapter of this OIP is a discussion of how the OIP will be implemented. It 
began with outlining the change implementation plan anchored around how the three possible 
solutions will be implemented and the naming of a transition manger. Each solution is 
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implemented with one or two strategies using the Change Path Model. Possible implementation 
challenges and limitations are discussed. I also suggested how the challenges may be mitigated. 
This is followed by a discussion of the monitoring and evaluation plan, the plan for 
communicating the change and the change process. The communication plan includes plan for 
confirming and celebrating success of the OIP. Finally, in this chapter, possible next steps and 
future considerations are also discussed. The highlight of the next steps is the recognition that the 
entire cycle could be repeated if at the end only partial success is achieved. 
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Appendix D: Change Implementation Plan Table 
Solution for change: Enhancing Pedagogical Practice 
Strategy for change: Professional Learning Communities 
Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
Solution # 1: 
Enhancing 
Pedagogical 
Practice 
Awakening 
Change leader: 
- collects, analyzes, and 
presents data at staff 
meetings about the 
importance of core 
French and to show 
lack of student 
engagement of RMJS 
students in core French 
- presents to show the 
relationship between 
student engagement 
and achievement in 
core French 
 
Mobilization 
Change leader with other 
core French teachers: 
- develops change vision 
and belief statements 
- develop short-, 
medium- and long-term 
goals for change 
 
 
 
Principal 
and Vice 
Principals 
 
Change 
Leader 
 
Core 
French 
Teachers 
 
Students 
 
 
 
A guide to 
reflective practice 
for core French 
teachers 
 
Professional 
learning video clips 
for FSL educators 
 
Smart board 
 
Internet 
 
Educational videos 
 
Posters and 
manipulatives 
 
Cautious use of 
hand-held devices 
such as tablets and 
chrome books to 
answer questions, 
quizzes, 
assignments and 
 
 
 
Awakening 
 
Fall 2020 
 
 
 
Mobilization 
 
Fall 2020 
 
 
 
 
Acceleration 
 
Winter – Spring of 
2021 
 
Institutionalization 
 
Begin in 2021-22 
school year and 
Change leader leads 
continuous monitoring 
and evaluation. 
 
- monitor educators’ 
interaction with 
students monitor 
availability of 
resources 
 
- educators’ language 
and communication 
to students 
 
- monitor educators’ 
expectations from, 
beliefs and 
assumptions about, 
students 
 
All core French 
teachers conduct 
classroom observations 
in the context of 
coteaching 
 
Priorities 
 
- Embed students’ 
needs and lived 
experience in 
instruction 
 
- Make 
instruction 
flexible and 
adaptable 
 
- Enhance 
educators’ 
cultural 
competence 
 
- Strengthening 
engagement in 
core French 
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Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
 
- Use of modern 
instructional 
techniques 
 
- Use of 
technology 
 
- Expand ways to 
do student 
assessment  
- Send 
information 
home for parents 
to know what is 
happening in 
French class for 
the month 
- communicates to 
principal and vice 
principals the need for 
the professional 
development 
Change leader with other 
core French teachers: 
- design PLC around 
gaps and students’ need 
for learning core 
French 
- set times and duration 
of PLCs 
 
Acceleration 
Core French teachers: 
- co-plan 
- co-teach 
- reflect 
- reteach 
- watch video 
 
Institutionalization 
Change leader with 
support of school 
administration continues 
to promote collaborative 
inquiry and collaborative 
practices 
Change leader and other 
core French teachers 
keep students’ 
minds from 
wandering during 
instruction 
Set up google 
classroom 
 
Projectors, 
computers, laptops, 
or chrome books to 
facilitate core 
French language 
learning 
 
continue to 2022-23 
School Year 
 
 
 
Core French teachers 
conduct assessments of 
students’ work, report 
card marks  
Core French teachers 
post assignments, 
homework, and 
projects on google 
classroom for students 
and for parents to know 
what their children 
have to do and monitor 
and evaluate their 
works 
 
Principal and change 
leader ensure support is 
provided to achieve 
expectations 
 
Change leader watches 
for personal, skill & 
expertise and 
professional growth & 
development 
 
Change leader 
evaluates achievement 
of goals 
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Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
- make effort to 
incorporate rich 
connections to 
students’ cultural and 
linguistic 
backgrounds in 
instruction 
-  
- send monthly 
information home for 
parents to know what is 
happening in French 
class 
- student assessment 
- increase French 
instructional time in the 
classroom by using the 
model of Drop 
Everything and Read a 
French book 
Vice principal creates a 
French column in 
school’s Newsletter 
 
Change leader loops 
feedback into plan and 
continue with 
implementation 
 
All stakeholders 
celebrate achievement 
 
 
 
 
 
 
LEADERSHIP AND STUDENT ENGAGEMENT IN FRENCH  129 
 
 
 
Solution for change: Make Core French Relevant to Students’ Lives 
Strategy for change: Diversifying French Activities in School, Family and Community 
Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
Solution # 2: 
Make Core 
French Relevant 
to Students’ Lives 
 
Priorities 
 
- Increase French 
Language 
Activities and 
Engagement 
Opportunities in 
School 
 
- Work with 
Families to 
Engage the 
Students 
 
- Work with the 
Community to 
Engage the 
Students  
Awakening 
Change leader with other 
core French teachers and 
students: 
- increase the visibility of 
French language in both 
the school and the 
community 
- revive active French club 
in the school 
- organize French cultural 
activities 
 
Mobilization 
- Parents support 
participation in French club 
cultural shows and attend 
- Students prepare French 
language posters that depict 
their culture in French 
language 
- Principal enhances positive 
relationship with parents 
through the parent teacher 
council 
- Change leader talks to 
parents during curriculum 
night and encourage them 
 
Principal 
and Vice 
Principals 
 
Change 
leader 
 
Core French 
teachers 
 
Students 
 
 
Parents 
 
Community 
members 
 
French 
Reading & 
Listening 
Corner 
 
Couch 
 
TV monitor 
 
Computers, 
 
French 
Posters 
 
French 
Newsletters, 
Magazines, 
Movies, 
Cartoons 
 
Cultural 
Artifacts 
 
 
Awakening 
 
September – 
October 2021 
 
 
 
Mobilization 
 
November – 
December 2021 
 
 
 
 
Acceleration 
 
January – June 2022 
 
 
Institutionalization 
 
2022-23 School 
Year 
 
 
Change leader and 
transition manager  
- continue with 
implementation 
 
- conduct interviews 
with core French 
teachers 
 
- conduct survey of 
parents and students, 
analyze, and share 
feedback 
 
- use feedback loops to 
evaluate 
implementation, 
adjust plan and 
improve output. Use 
Plan-Do-Study-Act 
(PDSA) cycle. 
 
All stakeholders assess 
and celebrate 
achievement 
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Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
to volunteer during French 
trips 
 
Acceleration 
Change leader coordinates 
with other core French 
teachers to 
- provide French 
newspapers, comic books, 
and novels 
- incorporate performances 
of French drama and songs 
in community activities 
- organize French week with 
a culminating activity like 
French café 
- take the students to visit an 
authentic French restaurant, 
French cultural centres like 
Alliance Française, and to 
watch French movies in 
theatres 
- teach and schedule students 
to make morning 
announcements in French 
for a price and encourage 
students to sing O Canada 
in French 
- give students and parents 
links to watch and listen to 
French TV and Radio 
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Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
sports and comic 
broadcasts with close 
captioning in English 
 
Institutionalization 
- Change leader and other core 
French teachers 
participating in community 
events, and collaborating 
with community members 
on projects both within and 
outside of the school 
 
Solution for change: Shift Organizational Culture 
Strategy for change: Education and Information Sharing 
Solutions and 
Priorities 
Action Planning & 
Implementation 
Who is 
involved 
Tools and 
Resources 
Timeline Monitoring & 
Evaluation 
Solution #3: Shift 
Organizational 
Culture 
 
Priorities 
 
- Improve School 
Climate 
 
- Teachers reflect 
on their beliefs 
and assumptions 
Awakening 
Change leader with other 
core French teachers: 
- make students create 
French posters to put up 
on school hallways 
 
Mobilization 
Change leader: 
- creates guiding coalition 
of educators 
- communicates goals to 
 
Students 
 
Junior and 
intermediate 
divisions 
teachers 
 
Core French 
teachers 
 
Change leader 
 
Posters 
 
Students’ 
results or 
records 
 
Research 
reports and 
articles 
summaries 
 
Awakening: 
 
September – October 
2022 
 
 
Mobilization: 
 
November – 
December 2022 
 
 
 
- Change leader meets 
with colleagues 
frequently to monitor 
progress 
 
- conducts focus 
groups to receive 
feedback 
 
- provides weekly 
report to principal 
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about students 
 
- Enhance attitudes 
towards core 
French 
 
  
 
school administrators, 
i.e., Principal and Vice 
Principals 
 
Acceleration 
Change leader work with 
school administration to: 
- encourage educators to 
reflect on their beliefs 
about students and to 
accept that every student 
can succeed to a high 
extent 
- model new cultural 
values and assumptions 
- focus on rephrasing core 
French as specialist 
subject not prep time 
- make students create 
positive slogans for core 
French 
- create a French column in 
school’s Newsletter 
 
Institutionalization 
- Principal gives French 
teachers opportunity to be 
division chairs 
- School administration and 
change leader consolidate 
change at the end 
 
 
Principals & 
Vice 
Principals 
 
 
Students’ 
work 
 
Bulletin 
boards 
 
 
Acceleration: 
 
Winter 2023 
 
 
Institutionalization: 
 
Winter – Spring 2023 
 
- conducts survey of 
attitudes of educators 
towards core French 
 
- conducts survey of 
educators, students, 
and parents’ reaction 
to change 
 
- watches for personal, 
skill & expertise and 
professional growth 
& development 
 
- interviews with 
students, parents, core 
French teachers and 
administrators 
 
uses feedback loops to 
evaluate 
implementation, adjust 
plan and improve 
output. Use Plan-Do-
Study-Act (PDSA) 
cycle. 
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Appendix E: Monitoring and Evaluation Framework 
Goal: To improve students’ engagement in core French classes at RJMS 
Objectives Sample Activities Indicators of Success Tool for/Method of 
Monitoring & Evaluation 
Enhance core 
French teachers’ 
pedagogical 
practice 
 
Starting from Fall 
2020 
Professional Learning Communities: 
- Design PLC around gaps and students’ 
need for learning core French 
- Set times and duration of PLCs 
- Co-planning 
- Co-teaching 
- Reflection 
- Reteaching 
- Watch video 
- Collaborative inquiry and 
collaborative practices 
- Infuse the curriculum with rich 
connections to students’ cultural and 
linguistic backgrounds 
- Have a French column in school’s 
Newsletter? 
- Send information home for parents to 
know what is happening in French 
class for the month 
- Diversify Student assessment 
- Number of core French 
teachers who participate 
- Regularity of participation 
- Readiness of core French 
teachers to co-plan and 
collaborate 
- Number of examples from 
students’ background and 
culture included in core 
French lessons 
- Frequency of sending 
French language 
information home 
- The diversity of students’ 
work, participation and 
performances are assessed 
- Core French teachers’ 
confidence in engaging their 
students in the class 
- Attention to students’ lived 
experiences while teaching 
- Improved communication 
Change leader does 
 
Systematic observations 
 
Record of PLC participation 
 
Analysis of instructional plan 
 
Review of sample students’ 
agenda 
 
Interview of sample students 
 
Focus group with core French 
teachers 
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Objectives Sample Activities Indicators of Success Tool for/Method of 
Monitoring & Evaluation 
- Personal, skill & expertise and 
professional growth & development 
with parents 
Make core French 
more relevant to 
students’ lives 
 
Starting from 
September 2021 
Diversifying French Activities in 
School, Family and Community: 
- Support participation in French club 
cultural shows  
- Students prepare French language posters 
that depict their culture in French 
language 
- Talk to parents during curriculum night 
and encourage them to volunteer in 
French class during French trips 
- Provide French newspapers, comic books, 
and novels 
- Incorporate performances of French 
drama and songs in community activities 
- Organize French week with a culminating 
activity like French café 
- Students visit French restaurants, French 
cultural centres like Alliance Française, 
and watch French movies in theatres 
during CINEFRANCO (Annual French 
film festival in Toronto). 
- Coordinate core French teachers to teach 
and schedule students to make morning 
announcements in French for a price and 
- Number of students 
voluntarily sign up for 
French Club 
- Homework completion rate 
- Participation and 
attentiveness in core French 
classes 
- Frequency of parents 
writing on students’ agenda 
about students’ homework 
process at home 
- Frequency of access to 
listening & reading corner 
- Number of French materials 
students read 
- Number of French activities 
completed 
- Frequency of students 
speaking French at 
assembly, e.g., make 
announcements, sing O 
Canada 
- Frequency of storytelling or 
news reporting in French 
Change leader collaboratively 
with other core French 
teachers 
 
Observe students in classrooms 
and in school 
 
 
Use feedback loops to evaluate 
implementation, adjust plan and 
improve output. Use Plan-Do-
Study-Act (PDSA) cycle. 
 
Students report card marks 
 
Record of students’ activities 
 
Review of students’ agenda 
 
Attendance records 
 
Log of listening and reading 
corner activities 
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Objectives Sample Activities Indicators of Success Tool for/Method of 
Monitoring & Evaluation 
encourage students to sing O Canada in 
French 
- Give students and parents links to watch 
and listen to French TV and Radio sports 
and comic broadcasts with close 
captioning in English 
language 
- Improved performance in 
core French 
Shift the 
organizational 
culture of the school 
 
Starting from 
September 2022 
Education and Information Sharing: 
- Create guiding coalition of educators 
- Communicate goals to school 
administrators, i.e., Principal and Vice 
Principals 
- Encourage educators to believe that 
every student can succeed to a high 
extent 
- Model new cultural values and 
assumptions 
- Focus on rephrasing core French as 
specialist subject not prep time 
- Review homework and disciplinary 
strategies 
- Make students create positive slogans 
for core French 
- Have a French column in school’s 
Newsletter? 
- Receiving feedback and 
adjusting plan as we go 
- Change in beliefs and 
assumptions about students 
- Give French teachers 
opportunity to be division 
chairs 
- Extent of students’ voice in 
instruction planning 
- Change in other teachers’ 
attitudes towards core 
French and core French 
teachers 
-  
 
Change leader does, 
 
Record of activities and 
frequent reporting of progress 
 
Focus groups to receive 
feedback 
 
Weekly report to principal 
 
 
Watch for personal, skill & 
expertise and professional 
growth & development 
 
 
Use feedback loops to evaluate 
implementation, adjust plan and 
improve output. Use Plan-Do-
Study-Act (PDSA) cycle. 
 
